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This study was an exploration of lived experiences of learners with disabilities in inclusive school at Lunsemfwa primary in Kapiri-Mposhi District. The study used qualitative research paradigm and it used purposive sampling. A narrative design was used where by interview guides and focus group discussion were used in data collection to ensure efficiency and accuracy in data collection. The study was guided by the following research questions. a) how prepared are teachers for inclusive education? b) what lived experience on inclusive education exists among learners with disabilities? c) what strategies can be used to mitigate exclusive from school?
The findings revealed that teachers were well prepared for inclusive education. This was revealed by learners who have disabilities who said that teachers were able to teach with patience, sit those with hearing difficulties in front, encouraging those who hard difficulties in reading to keep on trying and also involve parents. In addition, the study revealed that most of the learners with disabilities had good relationship with the teachers and teachers were very helpful in their learning process. The issue of repeating them by teachers was done to encourage them to put more effort and concentrate much more when learning. It was also revealed that most of the peers were not supportive to their learning except a few who were able to help others in reading. Most of these learners do not have friends because of their disabilities, peers are also scared of sharing food with them. For parental support, some parents were supportive, to the learning of their children but others were condemning them for failure to read, failure to speak properly and also failure to understand fast what the teachers were teaching.
The findings also revealed that teachers need to have patience when teaching so that those learners who are slow can be able to understand and acquire the skills being taught. Additionally, the teachers need to sensitise the other peers on the difficulties that their friends have. Teachers should also teach slow and explain more if the child does not understand. Teachers should also sit those with hard of hearing in front and also encourage those with stuttering to be able to express themselves freely. Furthermore, the school administrators should introduce prep so that learners who are slow are able to study on their own and those have difficulties in reading can also have time to practice. Apart from that the administrators should also paint the school with colourful paints so that the school can look attractive. On the other hand, it was revealed that parents needed to be supportive to their children by helping them with school work and also accepting their disabilities and also work with teachers. The study recommends that:
i. Teachers should help learners with difficulties in reading and writing in their free time or during prep using resource rooms so that they are not repeated regularly as that demotivates them and also encourages dropping out of school.
ii. The government should provide in- service teacher training in special education to all the teachers in the inclusive schools in order to equip teachers with skills on how to handle learners with disabilities.
iii. Guidance and counselling should be strengthened in all-inclusive schools so that there is full, sensitisation on disability and how learners with disabilities should be treated by teachers, peers, parents and the community as at large for this contributes to the well-being of learners with disabilities.
iv. The government should provide inclusive schools with more funds in order for the infrastructures to be renovated in terms of painting and also constructing resource rooms. Furthermore, things like radio, television sets and also computers motivate learners to remain in school and learn dispute facing challenges.
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1.1 [bookmark: _Toc20146][bookmark: _Toc16288][bookmark: _Toc17578][bookmark: _Toc12894][bookmark: _Toc24887][bookmark: _Toc65622776][bookmark: _Toc28389][bookmark: _Toc2275][bookmark: _Toc13742]Overview

This study aimed at exploring inclusive education practice at Lunsemfwa Primary School in Kapiri-Mposhi District. It is qualitative research and a case study in nature. The participants were purposively be chosen from the school. This study was guided by the following objectives: 1) To describe teachers’ preparedness to inclusive education, 2) To explore the lived experiences of pupils with disabilities and their parents to inclusive education. 3) To determine strategies that can be applied to mitigate exclusion in school. 10 participants were engaged to generate evidence in line with the objectives stated above. Furthermore, the information was collected using the interview guide and the focus group discussion. After that data was analysed manually using qualitative methods. 
This chapter presents the background of the study, statement of the problem, purpose of the study specific objectives, research question, significance of the study, delimitation of the study, limitation of the study, theoretical framework, definitions of key terms and ethical considerations.
1.2 [bookmark: _Toc65622777][bookmark: _Toc28502][bookmark: _Toc13616][bookmark: _Toc3727][bookmark: _Toc1829][bookmark: _Toc32253][bookmark: _Toc30819][bookmark: _Toc28226][bookmark: _Toc17417]Background of the study
Inclusive education plays an important role to children living with disabilities. Inclusive education has been defined as a philosophy based on democracy, equality and human rights (Stain back & Stain back, 1996). The concept of inclusive education was adopted during the Salamanca conference (UNESCO,1994). It is based on the premises that students with exceptional abilities and backgrounds benefit both academically and socially in a learning environment where they are served alongside typically achieving peers, as opposed to being segregated. Hence, inclusive education is based on the philosophy that all children can learn and that they belong in the mainstream school, participating in class and school activities. The school that educates all students with different abilities in the main stream is called an inclusive school.
The statement written on point 7 under the Salamanca statement invites countries to respond to a conceptual framework of action based on a direct commitment to inclusive education (ibid, 7). According to Naicker (1999, P..14) and Hornby (1999, P.152) countries worldwide have committed to themselves to inclusive education during the world conference on Education for All. It was during this conference that the Salamanca statement, endorsed by 92 countries and 25 international organisations was promulgated and Zambia is one of the countries that is working so hard to make sure that the policy on inclusive education is implemented.
The right to education for everybody, including students with a disability is no longer, a subject or debate but a priority. Denying children, the opportunity to go to school creates a bleak future for them, as it minimises their opportunity for meaningful participation in society. However, inclusive education in developing countries is complex because of local factors that developed countries do experience (Kisanji, 1998). Despite the complicity there is still progress towards inclusive of students with disabilities, in main stream schools in some developing countries (Kristensen Omajor & Onen, 2003), while other countries have not made progress (Muuya, 2000).
The commitment to realise the right to education of learners with disabilities as stipulated by international frameworks and embraced by continental leaders, is further evident in the adoption of the African Decade of Persons with Disabilities (1999-2009) that has been extended to 2019 with the African Union (AU) Continental Plan of Action for Persons with Disabilities. Among other things the African Decade of Persons with Disabilities (1999-2009) gives attention to the equalizing of opportunities for people with disabilities in all areas of society, including education. The extended African Union (AU) Continental Plan of Action for Persons with Disabilities (2019) makes provision for special measures to be put in place towards addressing the needs of children with disabilities, including ensuring that they have access to all levels of the education system (Africa Union, 2010).

 Education is an enabling condition for sustainable and inclusive development and a human right which is central to the well-being of all persons (Miles & Singhal, 2010). Within the international agenda this was encapsulated by the goal of “Education for All” (EFA), set by the World Education Forum (2000) in Dakar, Senegal. 
However, despite some progress within those fifteen years toward achieving this goal, not even the outcome of universal primary education, or more the ambitious targets of Education for All have been achieved (UNESCO, 2015). Thus, while the world of education has now focused on the post-2015 sustainable development agenda, there is still a gap in understanding of why the global community ultimately fell short of the Education for All goals and, consequently, how to meet the mantra of ‘leave no one behind’. This represents an urgent concern, as many disadvantaged and vulnerable children, including those with disabilities, remain excluded from education (UNESCO, 2015).
Furthermore, the World Report on Disability shows that about a billion people, including children (approximately 15 percent) of the world’s population live with some form of disability (WHO and World Bank, 2011). The report notes the disproportional effects which disability has on people and children in particular, from lower income countries and those living in the poorest wealth quintile of the world’s population. Many children with disabilities in these circumstances are excluded from education. This exclusion is further echoed in the 2013 State of the World’s Children report (UNICEF, 2016), According to this report, while access to education for other children is improving, the same cannot be said for children with disabilities. They remain most negatively marginalised and excluded from education. They continue to experience dismissive attitudes, discrimination, and are largely invisible in official statistics used for education planning and programme implementation. Such discrimination and exclusion have a negative effect on their livelihoods (UNICEF, 2013).

 UNESCO (2013) further confirms this prevailing situation. UNESCO argues that worldwide, there are still about 57 million children of primary school age, who are not in school due to financial, social or physical challenges. More than half of the 57 million children out of school are in Sub-Saharan Africa. In addition, UNESCO (2015) posits that globally, around 100 million children do not complete primary education. An important factor affecting the provision of education for all is the quality of teachers (OECD, 2005), and the training that is offered to them (Sharma, Forlin, Deppeler, & Guang-xue, 2013). A large body of research (e.g., Avramidis & Kalyva, 2007; Donahue & Bornman, 2015) shows that when the quality of teacher training is low, teachers may not be able to meet the expectations placed on them of fully and effectively including children with disabilities in the classroom. When teachers receive high quality training, the resultant quality of their teaching can strongly shape classrooms to be inclusive, as well as benefit teachers’ own development as more effective practitioners (Mariga, McConkey, & Myezwa, 2014). Although global expectations of high-quality provision of inclusive education form part of the international agenda of achieving EFA, there has been surprisingly little empirical investigation regarding how to effectively train teachers, particularly within low- and middle-income countries (Colleague, Author 4, & Colleague, 2013).    

While the UN Convention on the Rights of Persons with Disabilities (2007) enshrines the need for governments to commit to providing education for people with disabilities, the concept of inclusion, which originated in the global north, is still considered relatively new in low-and middle-income countries (Sharma et al., 2013; Wapling, 2016). Teachers in many countries are trained by taking either a mainstream or special education class, as opposed to learning to teach in an inclusive classroom setting (Wapling, 2016). In addition, training on inclusion often occurs in-service rather than being offered pre-service, which means it is ad hoc and usually delivered by a variety of providers, in particular NGOs. This raises issues about ownership and scalability if local school districts and national governments are not engaged, given the range of other challenges they face in the education sector. 

Moreover, past research shows that the education sector in many low-and middle-income countries has tended to view disability from a medical perspective, placing focus on the prevalence of various disabilities and strategies for rehabilitation (Singal, 2010), rather than the human rights perspective that is central to the Education for All movement. Consequently, relatively little attention has been paid to how well teachers are prepared to deliver inclusive education in these settings (Srivastava, de Boer, & Piji, 2015), including routes by which effective teacher training can be achieved. What little research that has been carried out indicates that teachers in low- and middle-income countries are not given adequate training and resources to facilitate the inclusion of children with disabilities in their classroom (Donohue & Bornman, 2015; Kuyini & Desai, 2007). For example, Donohue and Bornman (2015) observed that teachers held low expectations for the reading ability of learners with a visual disability and suggested that this was associated with their unfamiliarity with both non-visual methods of reading and Braille. Moreover, in many low- and middle-income countries obstacles such as this are often compounded by large class sizes (Hove 2014; Nkonyane, & Hove, 2014), engendering reluctance on behalf of teachers to work with children with disabilities, who they perceive as creating an additional workload (UNICEF, 2003).

Inclusive education has been defined in a myriad of different ways. Perhaps the most authoritative definitions come from United Nations agencies and from treaties such as the Convention on the Rights of Persons with Disabilities and the Incheon Declaration. According to the Committee on the Rights of Persons with Disabilities (UN 2016), inclusive education means a fundamental right to education, a principle that values students’ wellbeing, dignity, autonomy, and contribution to society and a continuing process to eliminate barriers to education and promote reform in the culture, policy, and practice in schools to include all students. 

Additionally, and most importantly, inclusive education means that students with disabilities and other disadvantages are taught with their peers in a mainstream classroom for a majority of the school day. When most experts speak of ‘inclusive education’, this does not include special units or special classrooms (segregation), or placing children with disabilities in mainstream settings so long as they can adjust (integration). Inclusive education begins with the assumption that all children have a right to be in the same educational space (Cobley, 2018; Florian, Black-Hawkins & Rouse, 2017; Hehir, et al., 2016; Schuelka & Johnstone, 2012; UNESCO-IBE, 2016). 

The importance of inclusive education is defined in its positive outcomes for all children – both with and without disabilities or other disadvantages. For example, The European Agency for Special Needs and Inclusive Education (EASNIE) (2018), has provided ample evidence that inclusive education increases social and academic opportunities for both children with and without disabilities, as well as significantly increases the likelihood that children with disabilities enrol in higher education and have better employment and life outcomes (Florian, Black-Hawkins & Rouse, 2017; Hehir, et al., 2016).

It has been observed that Zambia is among the developing African countries which has been, influence by a strong vision of inclusion as the best way to provide education, to students with disabilities. This is in accordance with the policy Educating our future (Ministry of Education, 1996). The origin of the study, lie in the recognition by the Zambian government that within the world community there is a move to include children with disabilities in regular classrooms. The government was clearly seen such practices as providing a way forward towards greater inclusion. 

1.3 [bookmark: _Toc15898][bookmark: _Toc5655][bookmark: _Toc19123][bookmark: _Toc27959][bookmark: _Toc29082][bookmark: _Toc65622778][bookmark: _Toc13341][bookmark: _Toc18281][bookmark: _Toc29506]   Statement of the Problem
The lived experiences of many students in the higher education has been heard through the research that has been done on the practices of inclusive education in some African countries and some parts of Zambia, such as that of Simui, Kasonde‑Ngandu, Cheyeka, and Makoe, 2019; Simui, Muzata, Sakakombe & Mtonga, 2019; Simui, 2018; Simui, Kasonde-Ngandu, Cheyeka, Simwinga and Ndhlovu, 2018; Simui, Waliuya, Namitwe, and Munsanje, 2009 who in their case study of exploring the status of inclusive education with reference to learners with special education needs at higher education levels in Zambia pointed out to a mismatch between policy and practice, negative attitudes, inaccessible learning environment and learning content among others cited as the major disablers to the success of learners with special education needs their findings cannot be generalised. Most of these researches were done in higher education institutions living a gap in the lower level of education. However, what is not non is the lived experiences of learners with disabilities in an inclusive education setting. Therefore, the need to explore the inclusive practices in Kapiri district in order to gain the insight of inclusive education at the lower level of education.   
Even though Zambia has ratified and domesticated the United Nations Conventions on the Rights of Persons with disability through the Education Act on Persons with disabilities of 2012, little is known regarding the lived experiences of learners with disabilities within the lower education sub-sector. It is against this great desire by the government of Zambia to carter for all the children in terms of education that this study was able to explore the inclusive education practices at Lunsemfwa Primary School in Kapiri-Mposhi district. 

1.4 [bookmark: _Toc28398][bookmark: _Toc9870][bookmark: _Toc32369][bookmark: _Toc3513][bookmark: _Toc28042][bookmark: _Toc27545][bookmark: _Toc65622779][bookmark: _Toc6576][bookmark: _Toc17065]    The purpose of Study

The purpose of this study was to explorer the inclusive educational practices at Lunsemfwa Primary School in Kapiri- Mposhi District. 

1.5 [bookmark: _Toc6561][bookmark: _Toc10207][bookmark: _Toc2935][bookmark: _Toc3697][bookmark: _Toc26285][bookmark: _Toc65622780][bookmark: _Toc32168][bookmark: _Toc18887][bookmark: _Toc14703]    Specific Objectives

[bookmark: _Hlk70771708]i) To describe teachers’ preparedness for inclusive education
ii) To explore lived experiences of learners with disabilities in inclusive education.
iii) To determine what strategies can be applied to mitigate exclusion in school.

1.6 [bookmark: _Toc4511][bookmark: _Toc65622781][bookmark: _Toc1298][bookmark: _Toc23976][bookmark: _Toc22400][bookmark: _Toc12850][bookmark: _Toc20142][bookmark: _Toc30682][bookmark: _Toc20823]    Research Questions

i) How prepared are teachers for inclusive education?
ii) What lived experiences on inclusive education exists among learners with disabilities?
iii) What strategies can be applied to mitigate exclusion from school?

1.7 [bookmark: _Toc65622782][bookmark: _Toc14610][bookmark: _Toc21039][bookmark: _Toc2478][bookmark: _Toc30749][bookmark: _Toc13527][bookmark: _Toc10620][bookmark: _Toc19907][bookmark: _Toc16472]   Significance of the Study
The study focused on teachers’ preparedness towards inclusion, lived experiences of learners with disabilities in an inclusive school and the strategies applied by the school to mitigate exclusion from school. Therefore, this study may provide information on the inclusive practices being carried out in schools. This information may be useful to both the policy makers and educational practitioners in trying to come up with ways of making the inclusive education successful. The involvement of teachers in implementing inclusion is crucial. The success of inclusive practice is dependent in part on main stream teacher’s perception of special needs, the educability of students with needs and extent of their willingness to make adaptation to accommodate individual differences (Jelas, 2000). Thus, if teachers responsible for the implementation of inclusive practices have unclear perceptions of their role it may seriously undermine the effort and maintenance of restructuring programs towards inclusion (Jelas, 2000: 187)  

1.8 [bookmark: _Toc65622783][bookmark: _Toc4962][bookmark: _Toc17847][bookmark: _Toc28092][bookmark: _Toc11370][bookmark: _Toc18490][bookmark: _Toc29231][bookmark: _Toc8103][bookmark: _Toc5081]   Delimitations of the Study
 The study was done at a rural school in the remote area of Kapiri-Mposhi district. Since the study was just done at a single school, results cannot be generalised.

1.9 [bookmark: _Toc2854][bookmark: _Toc24062][bookmark: _Toc65622784][bookmark: _Toc22312][bookmark: _Toc32502][bookmark: _Toc25761][bookmark: _Toc29626][bookmark: _Toc3852][bookmark: _Toc5687]   Limitation of the Study
The study had a small size due to the qualitative methodology and Case study design chosen. Hence, findings cannot be generalized to a larger population.

1.10 [bookmark: _Toc65622785][bookmark: _Toc1451][bookmark: _Toc17524][bookmark: _Toc27241][bookmark: _Toc7320][bookmark: _Toc24996][bookmark: _Toc891][bookmark: _Toc28181][bookmark: _Toc15656]Theoretical framework
[bookmark: _Hlk72262415]Bronfenbrenner’s (1979) Development Ecology theory identifies four environmental systems which are microsystem, mesosystem, exosystem and macrosystems. The Microsystem is the setting in which the individual lives. These contexts include a person’s family, peers, school and neighbourhood. It is in the microsystem that the most direct interactions with social agents take place, such as with parents, peers and teachers. The individual is not a passive recipient of experiences in these settings, but someone who helps to construct the settings. The micro-level relates to the classroom level and how the organisation of learning is managed, how teachers can meet the whole range of individual needs, as well as teachers’ attitudes towards inclusive settings. This level also includes the individual level of learners and their engagement and involvement with education, how they experience their schooling and their sense of belonging to the wider school-context (Ainscow, 2016).
 
The Mesosystem refers to relations between microsystems or connections between contexts. Examples are the relationship of family experiences to school experiences, school experiences to church experiences, and family experiences to peer experiences. For example, children whose parents have rejected them may have difficulty developing positive relationships with teachers. While the Exosystem involves links between a social setting in which the individual does not have an active role and the individual’s immediate context. For example, a husband’s or child’s experience at home may be influenced by the mother’s experiences at work.  

[bookmark: _Hlk59714769]The Macrosystem describes the overall societal culture in which individuals live. Cultural contexts include developing and industrialised countries, socioeconomic status, poverty and ethnicity. The boundary is defined by national and cultural borders, laws and rules. Therefore, this study based its arguments on the four environmental systems as explained above because what happens in one level affects the other levels too. These ecological environments are inter linked as observed by (Christensen, 2016) in study. 
[bookmark: _Hlk59715804]
1.11 [bookmark: _Toc3689][bookmark: _Toc30495][bookmark: _Toc65622786][bookmark: _Toc10859][bookmark: _Toc30419][bookmark: _Toc26458][bookmark: _Toc21292][bookmark: _Toc3839][bookmark: _Toc4130]Definition of key Terms used in the Study
To every study clear terminology is essential. Therefore, in this study of exploring the inclusive education practices the following definition of terms were used.  
Inclusive education: The practice of providing a child with a disability with his or her education within general education classroom with the support and accommodation needed by that child. This inclusion typically takes place at the child’s neighbourhood school (National Information Youth with Disabilities, 1995, P.3)
Disability: restrictions or limitation in ability to perform a given activity. It may be as 
a result of an impairment. 
 
Inclusive practices: placement of children with disabilities and those with specific learning 
difficulties in regular education settings where special needs are met. Children with and without disabilities learn together in regular classrooms or schools. Children with disabilities may be in a regular class all time (full inclusion) or periodically withdrawn for specialist attention in a resource room (partial inclusion). 
Inclusive School: a school for all disabled or not disabled. It is a school that responds to the diverse education.
Lived Experiences: First-hand accounts and impressions of living as a learner with disabilities at Lunsemfwa primary.
Phenomenology: A research approach focusing on peoples lived experiences comprising the daily activities, thoughts and impressions of an individual’s world within a specific context.
Exploring: to seek knowledge or look into something very closely. 
Teacher: an individual who has undergone a formal training in teaching children 
and is teaching.
Parent: a caretaker of the offspring in their own species, for example human 
beings.
1.12 [bookmark: _Toc65622787][bookmark: _Toc11956][bookmark: _Toc3953][bookmark: _Toc1859][bookmark: _Toc5210][bookmark: _Toc19328][bookmark: _Toc30][bookmark: _Toc19317][bookmark: _Toc2559]Ethical considerations
During the research the researcher was able to put into considerations the moral standards of all the methods used at every stage of the research. The study was approved by the DRGS committee with the REF NO. HSSREC-2021-AUG-017. Consent was also obtained from participants before they participated in the study and they had the right to understand what the researcher was doing. Issues of confidentiality was assured to participants in that none of their views would be shared without their concern. The questionnaires had no names of the respondents. 

1.13 [bookmark: _Toc21681][bookmark: _Toc19551][bookmark: _Toc17182][bookmark: _Toc18627][bookmark: _Toc24078][bookmark: _Toc65622788][bookmark: _Toc15426][bookmark: _Toc8369][bookmark: _Toc9595]Summary
This chapter has given a brief explanation on inclusive education practices.  The chapter has also shed light on the statement of the problem, purpose, objectives and research questions which guided the present study. Further, the chapter has provided the significance, delimitations, limitations and has discussed the theoretical framework on the ecological system by Bronfenbrenner before providing key operational terms used in the study. It has also discussed the ethical considerations.
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 Inclusion is an argument that under pins the accommodation of diversity in the pursuit of an education for all children. However, teaching is dynamic, complex process defined by specific contexts (Auskey, 1994) impacted in turn by political, economic and social parameters. Inclusion is part of a much larger picture than just placement within the regular classroom in the neighbourhood school. It attempts to locate education in the boarder context of equality freedom, democracy and community benefit derived interaction of a society. To gain an understanding of the inclusive practices being practiced at Lunsemfwa Primary in Kapiri Mposhi District, a review of the literature on inclusive education in Zambia and other parts of the world was done using thematic approach. Thematic reviews of literature are organized around a topic or issue. Literature was reviewed according to the objectives of the study which were, how prepared teachers are for inclusive education, learners with disability experience of inclusive education and the strategies applied to mitigate exclusion of learners with disability in school. 
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The preparation of special education teachers in Zambia is embedded in the 1996 Educating our Future Document with the belief that the quality and effectiveness of an education system depends heavily on the quality of its teachers. Teachers are perceived as key determinants of the successful implementation of the education systems goals. Hence, the education and personal well-being of children in school is believed to hinge on teacher’s competence, commitment and resourcefulness. Therefore, the Zambian ministry of general education has placed, paramount importance on recruiting suitable candidates, providing of quality of quality professional education and providing in-service professional development. To this effect, the ministry of General Education in collaboration with the university of Zambia established national standards for teacher preparation programme, including special education teacher preparation (Longe & Chiputa, 2003). 
Furthermore, the ministry of General Education has created more opportunities for special education pre-service and in-service teacher training, steadily increasing the number of special education teachers over the years (Chitiyo, et al, 2015). Teachers often feel that inclusive education is something they are told to do – often without support and resources – and it becomes a top-down burden rather than a collaborative process (Singal, 2009). Therefore, it is important for teachers to have the knowledge and skills to create inclusive classrooms, as well as for school leadership to provide an inclusive and innovative environment for teachers to flourish. Traditionally, training in inclusive education techniques was offered as continuing professional development and one-off workshops. There is mounting evidence that these kinds of short-term, ‘parachute’ trainings do little in terms of impact and systemic change (Fullan, 2007; Kuroda, Kartika & Kitamura, 2017; Rose & Doveston, 2015). More sustainable inclusive education implementation would put more emphasis on inclusive pedagogy in pre-service teacher training for all teacher trainees, as well as sustained and continuous in-service development. This also positively affects teachers’ attitudes towards inclusion by emphasizing that it is within their professional role to include all children in their classroom, and is not just the domain of specialists and special curriculum (Forlin & Chambers, 2011; Graham & Scott, 2016; Sharma, Simi & Forlin, 2015; Subban & Mahlo, 2017). 

Teachers can also be motivated to be more inclusive by providing more structured and supported expectations as to how they teach and as to what inclusive education ‘looks like’ in the classroom (Schuelka, 2018). That’s why in recent years, there has been a shift in the way, special education (Inclusion) is perceived in Zambia and this outlook may be attributed to educational policy document alluded to earlier. Muwana and Ostrosky (2014) examined the attitudes of Zambian pre-services teachers towards the inclusion of students with disabilities in general education classrooms. Overall, the Zambian pre-service teachers have positive attitude towards including students with disabilities in general education classroom, citing that inclusion promotes an understanding and acceptance of individual differences between students with and without special needs. Furthermore, the majority of pre-service teachers who participated in the study noted that students with special needs have a basic right to be educated in the general education classroom, and that inclusion promotes self- esteem among students with special needs (Chitiyo, & Muwana, 2018).

Another research was done by Carew et al., (2019) on the impact of an inclusive education intervention on   teacher preparedness to educate children with disabilities within the lake’s region of Kenya. It was noted that there has been little empirical study within low- and middle-income countries on how to effectively prepare teachers to educate children with disabilities. Therefore, a survey was conducted on the impact of an intervention designed to increase teaching self-efficacy, improve inclusive beliefs, attitudes and practices, and reduce concerns around the inclusion of children with disabilities within the Lakes region of Kenya. After an intervention programme was conducted, the results showed that the intervention increased teaching self-efficacy, produced more favourable cognitive and affective attitudes toward inclusive education, and reduced teacher concerns. The findings are in relation to what Chitiyo and Muwana found. However, there was little evidence regarding the impact on inclusive classroom practices. The increase in teaching self-efficacy over the intervention period was also found to predict concerns over time. 
 
Furthermore, Kamla-Raj (2015) did a study on how to overcome challenges for meaningful implementation of inclusive education in Lesotho. The study exploded the extent to which inclusive education is appropriately and adequately implemented in Lesotho schools. The study, which was conducted among 256 randomly selected teachers in the two districts of Lesotho, namely Lithabaneng and St. Bernadette, reveals a depressing picture. A semi-structured questionnaire with multiple Likert rating scales was used to collect data from the respondents. Teachers still find it difficult to deal with learners with various learning disabilities, while schools’ lack of suitable infrastructure compounds the problem for teachers. The findings show that 63 percent of the teachers bemoan a lack of proper training in order to deal with these learners with disabilities; no support material; and no sympathy from parents and authorities. This situation does not only impact negatively on the morale of these teachers, but also defeats the intentions of ensuring that inclusive education is executed in a manner consistent with government policies. These findings were contrary to what Chitiyo and Muwana found on the pre- service teachers’ attitude towards inclusion and also what Carew and others also found. 

In another related research done by Kurth et al., (2017) on teachers’ views of their preparation for inclusive education and collaboration, it was noted that there is a need to advance inclusive education for students with significant disabilities, and one way to support this effort is to ensure educators have expertise in, and are prepared to implement, inclusive practices. After the survey and interview of the general and special education teachers on their understanding of their experiences and preparation to demonstrate skills associated with inclusive education and collaboration and also identify the factors that may contribute to their preparation. The findings indicated that there was a relationship between educators’ preparedness for inclusive education and whether they have taken university courses or had special training on inclusive education. The results of the survey revealed a relationship between educators who have completed university coursework on inclusive education their preparation to demonstrate skills such as individualizing instruction, providing accommodations, and adapting content standards. Analysis of interviews with a subset of participants supported this finding and provided a deeper understanding of the educators’ preparation and experiences in implementing inclusive practices for students with significant disabilities.

However, another research was carried out by Attwood, S (2017) on the beginner teacher preparedness for inclusive education and his findings were different from that of Kurth and others. He noted that the exclusion of students who experience disability is a social justice issue that persists in New Zealand despite efforts to establish a fully inclusive education system. Although there has been some research into the teaching of inclusive practice in initial teacher education in New Zealand, little research examining beginner teachers’ feelings of preparedness for inclusion has been undertaken. This mixed-methods study investigated the role of initial teacher education in preparing beginner, secondary school teachers for including diverse groups of learners by capturing their experiences of initial teacher education and early career. Phase one involved an online questionnaire to secondary school teachers in the first three years of their career. Phase two involved conducting four follow-up interviews exploring salient findings from the questionnaire. The findings of this study suggest that while initial teacher education recognises the diversity of the classroom, it falls short when it comes to the pragmatic implications for teaching and learning. The vast majority of participants felt their initial teacher education did little or nothing to help them develop their knowledge of legislation and policy as it relates to inclusion. Two-thirds of participants felt that their initial teacher education did little or nothing to help them develop their knowledge of supports available for students who experience disability while the majority had little to no experience teaching such students on practicum. Teachers ‘sense of preparedness to include learners varied significantly according to their personal connection with a person with a disability. Several key themes which align with literature in the field of teacher education for inclusion emerged and this includes, knowledge about, and understanding of inclusive pedagogy, lack of focus on legislation, policy and human rights; lack of focus on collaborative practice and beginner teachers not identifying as lifelong learners. 
[bookmark: _Hlk61530181]In relation to what Attwood did, Mangope and others (2018) also carried a research on Teaching Practice Experience in Inclusive classrooms by special Education student teachers at University of Botswana. Since teaching practice remains one critical means of exposing student teachers to actual classroom experiences with a view to equip them with the needed pedagogical skills, the voice of the student teachers is vital in order to understand their experiences in the field as a way to ensure better outcomes for current and future teacher trainees. Using a qualitative research methodology, this study explored the teaching practice experiences of student teachers enrolled in the Special Education program at the University of Botswana. Individual and focus groups interviews were conducted with third- and fourth-year student teachers on teaching practice in inclusive classrooms. The data was analysed using content analysis. The findings indicated that teaching learners with special educational needs was challenging for the student teachers. The participants expressed both positive and negative experiences of teaching practice relating to knowledge and skills, mentor relationship and how Teaching Practice is organised. A key recommendation was that teacher trainers should ensure that student teachers being prepared for entry into the teaching profession are exposed to positive inclusive experiences and equipped with relevant pedagogical skills around inclusive education as they progress through the special education program.
In another research which was carried out by Muzata and Kasongole (2020) examined the reality of inclusive education for learners with learning disabilities in two selected primary schools of Kabwe District in Central province- Zambia. The objectives of the study were: to find out teachers‟ understanding of the concept of learning disabilities, establish the presence and nature of learners with learning disabilities in classrooms in Kabwe’s two selected primary schools and to establish the nature of support offered to learners with learning disabilities in inclusive classrooms in the selected schools in Kabwe. Qualitative research approach was used in the collection of data. Under this approach, a Descriptive Research Design was used. The study sample consisted of 50 participants that is twenty teachers (20) teaching learners with learning disabilities and (30) thirty learners with learning disabilities. Purposive sampling technique was used in selecting teachers while Quota sampling technique was used in selecting learners suspected of having learning disabilities. The data was collected using an interview guide and a focus group discussion guide. Data were analysed in themes guided by the research questions. Findings revealed the presence of learners with learning disabilities but teachers did not demonstrate understanding of the concept of learning disabilities. As a result of limited understanding of the concept of learning disabilities, learners with the learning disabilities did not receive attention within inclusive education classrooms, thereby questioning the reality of inclusive education. The study recommended that the Ministry of General Education should provide necessary capacity building towards understanding learners with learning disabilities and the strategies for effective inclusion in learning to realise the reality of inclusive education.
[bookmark: _Hlk61344012]Furthermore, Muzata et al., (2019) carried out another study on the special Education teacher’s involvement in the 2013 curriculum Development process in Zambia. In January 2014, the Ministry of Education in Zambia rolled out a revised curriculum in schools. A lot of literature especially in African countries reveals low involvement of teachers in curriculum development process. This study was conducted to establish the extent to which special education teachers were involved in the 2013 curriculum development and whether lack of involvement had implications on curriculum implementation for learners with special educational needs. One Hundred and thirty-four (134) respondents that included 120 special education teachers drawn from three provinces, 12 special education standards officers, and 2 curriculum specialists responsible for curriculum development in special education were involved. A mixed method approach informed by the Deliberative Curriculum Framework and the Critical Theory Paradigm was used. Teacher respondents answered questionnaires while Special Education Standards Officers and Curriculum Specialists were interviewed. Teacher observations were also conducted on selected teachers within the 120 sample and the results showed that special education teachers were not adequately involved in the development of the 2013 revised curriculum and they demonstrated limited understanding of the concept of curriculum adaptation, which is necessary for implementing of the curriculum to learners with special educational needs. The study recommends a deliberative cyclic training of teachers for special education to understand how to implement the curriculum to Learners with Special Educational Needs.
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Worldwide, about one billion people, including children (approximately 15.6%) of the population live with some form of disability (WHO, 2011). In addition, disability appears to have disproportional effects on people and children in particular, from lower income countries and those living in the poorest of the world’s population. According to UNICEF (2013), while access to education for other children is improving the same cannot be said for children with disabilities. They remain most negatively marginalised and excluded from education. They continue to experience dismissive attitudes, discrimination, and are largely invisible in official
statistics used for education planning and programme implementation (Banda, & Islam, 2012). Such discrimination and exclusion have a negative effect on their livelihoods (UNICEF, 2013). UNESCO (2014) further notes that more than half of the 57 million children out of school are in Sub-Saharan Africa, (UNESCO, 2014).

At present, a number of studies on the education of learners with disabilities in higher education have been conducted including that of Riddell, Tinklin and Wilson (2004) and that of Muzata, Simalalo, Kasonde-Ng’andu, Mahlo, Banja and Mtonga (2019) in Zambia. The study, whose purpose was to investigate the impact of multiple policy innovations on the participation and experiences of disabled students in higher education in Scotland and England between 2001 and 2003. Emerging from Riddell et al., (2004) research study were the following findings: most institutions had staffing and structures in places to develop policy and provision for disabled students. Educational provisions for persons with disabilities have supportive policies in a number of areas including admissions, infrastructure and into some strategic plans. However, there was an apparent gap between policy and practice, with students encountering barriers to the choice of institution and subject, access to the physical environment and to the curriculum (Riddell et al. (2004).

[bookmark: _Hlk72263489]Aldderley et al., (2015) carried out a small-scale research project which took place in one primary school in the north-east of England. The study aimed to listen to children’s views about how the practices of teachers helped and/or hindered their sense of inclusion in classrooms. Inclusion was understood here in a broad sense rather than specifically relating to children with special educational needs. Participatory research tools were used as part of group interviews with children from three different year groups. Even though the children were mostly happy with their school experience, it was noticeable that there were some areas for concern for some children that related to four interconnecting themes: unfairness, shouting, loneliness and seating plans. All of these themes seemed to be connected with children’s interpersonal relationships with teachers and with each other and can be seen as crucial in terms of understanding inclusion in schools and further developing existing practices.

However, Lourens (2015), in his thesis, focused on the lived experiences of higher education for students with a visual impairment in South Africa. The study findings described the challenges related to the transition from school. In addition, participants discussed complex social interactions with non-disabled peers, in which the latter reportedly offered help, and avoided or stared at participants, leaving them feeling “not seen”. Third, within the learning environment, the participants were sometimes confronted with unwilling lecturers, a lack of communication amongst important role-players, late course material and/or headaches and muscle tension from the effort of reading with limited sight (Lourens, 2015).

Related to Lourens (2015) study above is Maguvhe (2015) pitched within South African context, who focused on factors that limited the participation of the visually impaired learners in mathematics and science education. The study revealed that teacher motivation and mentorship in mathematics and science methodologies and the use of tools for learner empowerment were lacking. It further revealed that teachers lacked the requisite skills in special education to harness learner potential in mathematics and science. This situation necessitates government action in teacher training and development. Similarly, with Simui, Kasonde‑Ngandu, Cheyeka, and Makoe, 2019; Simui, Muzata, Sakakombe & Mtonga, 2019; Simui, 2018;  Simui, Kasonde-Ngandu, Cheyeka, Simwinga and Ndhlovu, 2018; Simui, Waliuya, Namitwe, and Munsanje, 2009 who in their case study of exploring the status of inclusive education with reference to learners with special education needs at higher education levels in Zambia pointed out to a mismatch between policy and practice, negative attitudes, inaccessible learning environment and learning content among others cited as the major disablers to the success of learners with special education needs. 
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Ultimately, successful implementation of inclusive education occurs at the school and classroom level (Carrington, et al., 2017; Schuelka, 2018). Kirschner (2015) note that Teachers want to create environments in which all students can accomplish their best learning. This can be especially daunting when the goal is a fully inclusive classroom. Students often have widely disparate capabilities, learning styles, ways of expressing themselves and modes of interacting with their physical and social environments. They can diverge significantly in their abilities to focus and pay attention, sit still, make sense of and respond to social cues, and regulate themselves in response to stimulation. Sometimes, a student’s limitations and needs only become evident in the context of particular classroom activities and interactions. However, according to the findings three types of challenges or dilemmas associated with inclusive education were noted to be relevant to classroom management. First, there was the challenge of how to create and maintain the order, structure, and safety that are necessary for a successful learning environment. Classrooms, like all other social situations, involve routinized activities and patterns of interaction. Teachers seek ways to include all their students in the social rituals through which learning and community building take place; they also strive to find creative, constructive ways to handle potential disruptions. Effective management thus is not only about accommodating students’ learning needs, but also about helping them regulate their behaviour. Second, there was the challenge of how to meet the learning, social and developmental needs of all students, both those who are typically developing and those with special needs and impairments. Here, the goal was to devise and implement academic and social curricula that can reach every child while also maximizing each individual’s potential. Third, there was the challenge of how to confront the ever-present risk of stigmatizing those who are perceived as “different.” In other words, there was a need to recognize and to try to lessen the many forms of literal and symbolic exclusion that may emerge, even in a setting that is devised to minimize these problems.

However, (Kirschner, 2015) also note that there is no perfect answer to these dilemmas, no solutions that will work for all children, and no standardized set of procedures that will fit all schools, grade levels, and situations. However, all three of these concerns can be addressed through the creation of a “culture of inclusion.” Forging this kind of inclusive classroom culture is not simply a matter of instituting particular practices, activities or lessons. Rather, many different practices and other elements work together in mutually reinforcing and synergistic ways. Another feature of effective inclusion is that teachers and other adults associated with the school are able to collaborate, both inside and outside of the classroom. Over time, the adults working in the classroom can become like the members of a well-functioning sports team: each teacher is tacitly aware of what the others are doing at a given moment, and is able to reflexively respond to situations in which additional support might be needed. 

[bookmark: _Hlk72350488][bookmark: _Hlk72354895]Furthermore, in a study of effective inclusive schools, researchers and policy specialists Thomas Hehir and Lauren Katzman found that this collaborative mentality also pervades other aspects of the school’s organization: teachers, administrators, service providers and parents are able to work together to discern and address particular needs that students might have and challenges that various stakeholder might face. They also point out that effective inclusion is facilitated by a strong administrative leader who is able to inspire and mobilize teachers, students, parents and service providers to work together. This leader can encourage all stakeholders to bring a creative and open-minded approach to tackling challenges, and can support teachers by providing the material and human resources they need. These researchers noticed that challenges can be addressed by having a flexible approach to giving students the support they need to function well in class. This includes allowing the students to sit in different seats depending on what has been found to work best for each particular child and also to take frequent breaks from focused or organised activities. As teachers get to know their students’ individual limitations and sensitivities, they often can anticipate situations that are likely to prove especially difficult or overly stimulating.

Apart from a flexible approach to giving the students what they need, there is also need for integration of universal design and differentiated instruction. There are many ways to adapt pedagogical techniques, curricula and other aspects of teaching and learning to the varied needs and abilities of students. Universal design and differentiated instruction are two types of strategies that can make schooling accessible to a wide range of learners. Much has been written about both strategies, sometimes emphasizing the differences between them. In practice, however, they intersect and can complement each other. The term “universal design” refers to the construction of environments intended to be accessible to everyone. Although often associated with the need to make physical spaces accessible to those with motor or sensory impairments, the principle of universal design is also relevant to other aspects of education. It can be applied to the way material objects are used, as well as to how teachers plan and execute curricula. Universal design can also involve building an individualized approach into the way the curriculum is constructed and lessons are taught. 

While “universal design” denotes techniques that help make academic and social aspects of school accessible to all learners, the concept of “differentiated instruction” highlights the importance of tailoring what is taught, and how it is taught, to individual students’ learning styles and differences. Differentiation can involve teaching the same concepts in several different ways, so that there are multiple points of entry into the same or similar material. But it can also involve teaching substantially different material to different students. Thus, inclusive education is not only about improving access and opportunity for those whose impairments might otherwise limit them. It is also about making impairments less central to the way a child is viewed by others, as well as to the way she sees herself. With younger children, one way to make ability differences and needs seem more ordinary is to allow all children in the class to become familiar with the devices and services used by children with special needs. This is a strategy employed at the Eliot- Pearson Children’s School, the early elementary laboratory school of Tufts University in Massachusetts. Initially, objects designed for children with impairments or disorders (for example, different types of seats, as well as chewies and writing boards) are made available to all of the children to explore or even to try. One reason for this is that when children are first getting to know each other, it is helpful not to have a child’s identity strongly associated with his use of a particular type of assistive device. But the aim of this strategy is not to induce dependency in children who do not need such adaptations. Rather, it is just the beginning of a longer process whereby, over the course of weeks, only those children who really require accommodations “for their best learning” come to use them. The point is not to make everything available to everyone, or to deny that impairments and special needs exist. It is to routinize and normalize the fact that such differences exist, including differences in the type and amount of support students need. This is also the rationale behind another strategy used at this school, a strategy related to how children receive services (e.g., occupational, physical and speech therapy). Instead of taking a child out of the classroom, service providers often work with their clients inside the classroom. And, whether they remain in the classroom or not, a child can ask a friend (who is not necessarily receiving services) to accompany him when he works with a service provider. Inclusive education is also facilitated by lessons and activities that encourage students (as well as adults) to reflect on the fact that everyone has strengths, as well as limitations and areas they can try to improve. It is also helpful to offer formal and informal lessons that promote empathy and perspective-taking. These dimensions of inclusive education are important because effectively managing an inclusive classroom has as much to do with influencing all students’ sense of self and relationships, as it does with developing teaching techniques that are accessible to, and maximize the potential of, all students.

Most recently, the international community through UNESCO agreed on the post-2015 education agenda as informed by the Muscat Agreement (2014). This was followed by the Kigali statement on education (2015), the United Nations General Assembly Open Working Group (OWG) for Sustainable Development Goals and the post-2015 Common African Position. In addition, the Africa Agenda 2063, National EFA Reviews, initiatives such as the EFA ‘Big Push’ and the mid-term evaluation of the Second Decade of Education for Africa all are targeted at strengthening the inclusive education agenda. To this effect, the overarching goal of education is to ensure inclusive and equitable quality education and promote life-long learning opportunities for all (UNESCO 2015). In order to achieve this goal on education, one of the agreed targets is that by 2030 all signatories to this agreement, Zambia inclusive, will ensure equal access for all women and men to affordable quality technical, vocational and tertiary education, including university (UNESCO, 2015).

[bookmark: _Hlk72353498]In another research done by Holmberg & Jeyaprathabal (2016) on the effective practice in inclusive and special needs education. The study aimed at evaluating the effective teaching practice for children with special learning needs. The research question framed in the study for investigation is which practice will be effective in different inclusive classroom settings and what are the factors that contribute for effective for effective practices? Qualitative research was carried out in the study the case study method of embedded single case design to answer the research question. This study was carried out in South Norway. Twenty-four schools from four municipalities in three countries were sampled for the study. Eighty-three observations were carried out in the classrooms of selected schools where different inclusive classroom practice was followed. The study observed different inclusive classroom settings namely traditional practice, variety and flexible practice, one to one support practice outside and within the classroom and small groups outside the classroom. The investigators derived different criterion under three categories: 1) interaction 2) support and 3) adaptation for analysing the best inclusive classroom practices. The following criteria were used under the interaction category; teacher interaction and collaboration, teacher and student’s interaction and collaboration. The criteria used in the support category are general teacher support, special teacher support, teacher supporting student participating in the learning community. The adaptation category has following criteria; classroom facilitation, learning materials and teacher’s instructions.

[bookmark: _Hlk61353178] The result of the study showed that each type of practice has its own advantages and disadvantages in the education of children with special needs. The strength and weakness of each practice were analysed. The finding from the traditional practice shows that those students that need special support do not get the support they need to master their learning. Under the one-to-one support practice, the students got the support they needed to master their learning and they had positive interaction with the teacher in the students’ learning process, and the same results were found with one-to-one support inside the classroom. In small group practice the students had more support and a closer interaction with the teacher than in the traditional practice. The study concluded that varied and flexible practice in the classroom had met all the criteria listed by the investigators and served the necessary learning requirements of children with special needs. Whereas the remaining four practices had served children with special need to a certain extent only. The study stated that there is a lack of expertise on the part of the general teachers to deliver adapted teaching learning process in an inclusive classroom practice. The study implied a need to build competencies on the part of the general teachers and provide necessary teaching and learning interaction, support and adaptation in all type of inclusive practices.
In another research carried out by Hehir (2016) which looked at the summary of the evidence on inclusive education. It was reviewed that more than 280 research studies conducted in 25 countries had consistent evidence that inclusive educational settings those in which children with disabilities are educated alongside their non-disabled peers can confer substantial short- and long-term benefits for children’s cognitive and social development. This issue has been studied in many ways with many different populations of students. The magnitude of the benefits of inclusive education may vary from one study to another, but the overwhelming majority either report significant benefits for students who are educated alongside their non-disabled peers or, at worst, show no differences between included and non-included students. The research evidence also suggests that in most cases, being educated alongside a student with a disability does not lead to negative consequences for non-disabled students. In fact, research on effective inclusive schools indicates that inclusion can have important positive benefits for all students. What these effective inclusive schools have discovered is that inclusion is not just about locating disabled and non-disabled students in the same classrooms. Effectively including a student with a disability requires teachers and school administrators to develop a better understanding of the individual strengths and needs of every student, not just those students with disabilities. Teachers in inclusive classrooms cannot simply target the curriculum toward the average student. This means providing students with multiple ways to engage with classroom material, multiple representations of curricular concepts, and multiple means for students to express what they have learned. This type of thoughtful, universally designed approach to learning benefits disabled and non-disabled students alike.

Yet, despite this evidence, students with disabilities continue to face challenges in accessing high quality education. Long-standing misconceptions regarding the capacities of children with intellectual, physical, sensory, and learning disabilities to benefit from formal education have, for generations, led educators to deny these students access to formal schooling. Even in countries where laws guarantee the educational rights of these students, educational options are sometimes limited and services are provided through separate programs that segregate disabled and non-disabled students.

To ensure attainment of full equality of access, participation and achievement for all learners necessitates interventions at all levels to support those at risk of exclusion. At school, college or university levels, this then calls for adoption of inclusive policies and practices. In addition, the Zambian Persons with disability Act of 2012 is in line with the Convention on the Rights of Persons with Disability (CRPD) of 2006. Article 25 compels educational institutions to admit persons with disability without discrimination. Refusal of admission on account of disability is a punishable offence according to the Zambian Law as contained in the Persons with Disability Act of 2012.

[bookmark: _Hlk72352152]As a first response to criticisms of integration, a concept of inclusion which Haug (2017) today calls "narrow" appeared in the USA in the 1970s, before subsequently arriving in Europe. Characteristic of this second phase in the development of the concept is that it devotes more attention to the actual pedagogical process. Students should become full members of the class and the school, in which they should be educated alongside their peers from their local area, while at the same time they should have access to differentiated and individualised support, adapted programmes and adapted assessment, in accordance with their abilities and interests. Procedures for identifying a student's deficits are the basis for the selection of interventions by the relevant experts (special pedagogues), who have the special expert knowledge and technical support necessary to eliminate these deficits or at least reduce them. This gives rise to a need for more personnel with special education qualifications in educational institutions, who also bear a greater share of the responsibility for the success and inclusion of SEN students. 
[bookmark: _Hlk72352396]Teachers are expected to act in accordance with the principle of individualisation and partial forms of differentiation and thus to select general teaching methods and didactic strategies and adapt them to the abilities of their students. The teacher must, above all, accept diversity as a positive value, be sensitive and responsive to differences between children. There is, thus, no dichotomy between "normal" and "different" students, but instead a continuum in which the teacher applies common strategies to the specific class they are teaching and takes responsibility for the inclusion and success of all the children in it (Haug 2017). Students, whether or not they are facing disabilities, are active participants in the learning process; even students with learning difficulties become co-creators in the process of resolving learning difficulties (Kodele, 2017).

Another study was done by Ackah-Jnr & Danso (2018) on examining the physical environment of Ghanaian Inclusive Schools: how accessible, suitable and appropriate is such environment for inclusive education? The extent to which inclusive schools can physically and pedagogically include children with disability and special educational needs or otherwise is also identified to depend largely on the physical environment. This descriptive, mixed methods study reports empirically-driven data on the nature, accessibility, suitability and appropriateness of the physical environment of inclusive schools, and how these impacts inclusive education. A purposively selected sample of 164 inclusive teachers, with wide-ranging teaching experience was surveyed through a questionnaire. Observation data were also collected on aspects of the physical environment to complement the survey data. Study findings revealed that the physical environment of most inclusive schools ‘was of a poor quality, less accessible for children with physical and other sensory motor disability, and less suitable for school activities, including games and other physical education activities for all children. Teachers, therefore, called on the Government and the Ghana Education Service to urgently make changes to ventilation systems, decorations and colour in inclusive schools. They also highlighted the need for good architectural designs to facilitate effective natural and artificial illumination in classrooms and buildings, modification of facilities, and redesigning the physical landscape of schools to promote accessibility and use for all children, regardless of disability. The findings have implications for universal design environments for inclusive education.

[bookmark: _Toc10453][bookmark: _Toc16075][bookmark: _Toc1587][bookmark: _Toc16166][bookmark: _Toc7420][bookmark: _Toc65622795][bookmark: _Toc9527][bookmark: _Toc8225][bookmark: _Toc11548]2.5 Summary
This chapter had reviewed the literature using thematic approach. It started by reviewing literature on how prepared teachers are for inclusive education and from there it looked at the lived experiences of learners with disabilities in inclusive education and lastly but not the least it has reviewed literature on the strategies to mitigate exclusion in inclusive schools.
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[bookmark: _Toc17409][bookmark: _Toc32299][bookmark: _Toc65622797][bookmark: _Toc4637][bookmark: _Toc28028][bookmark: _Toc8250][bookmark: _Toc19486][bookmark: _Toc648][bookmark: _Toc29938]METHODOLOGY

[bookmark: _Toc27279][bookmark: _Toc65622798][bookmark: _Toc31124][bookmark: _Toc15803][bookmark: _Toc12566][bookmark: _Toc27522][bookmark: _Toc7215][bookmark: _Toc5227][bookmark: _Toc27142]3.1 Overview

Methodology and research design direct the researcher in planning and implementing the study in a way that is most likely to achieve the intended goal. It is a blueprint for conducting the study (Burns & Grove 1998:745). Mouton (1996:35) describes methodology as the means or methods of doing something. Polit and Hungler (1999:648) refer to it as the process of following the steps, procedures and strategies for gathering and analysing the data in a research investigation. According to Burns and Grove (1998:581), methodology includes the design, setting, sample, methodological limitations and the data-collection and analysis techniques in a study.
This chapter covered the research design that was used for the study. This includes target population, sample size and sampling procedure. It also covered the type of instruments to be used in data collection procedures that was used in data collection and how data was analysed.
[bookmark: _Toc14497][bookmark: _Toc3922][bookmark: _Toc6159][bookmark: _Toc65622799][bookmark: _Toc4165][bookmark: _Toc6785][bookmark: _Toc32739][bookmark: _Toc28260][bookmark: _Toc30907]3.2 Research Design
The study was conducted using Hermeneutical phenomenology which concentrates on interpreting the concealed meanings in the phenomena that are immediately revealed to direct investigation, analysis and description (Omery 1983: 15). This approach focuses on the need to study human consciousness by focusing on the world that the study participants subjectively experiences (Magg-Rapport 200:220). This could indicate immediate probing during the interviews. The element of interpretation makes the research more interesting and meaningful for understanding social structures, policies and practices from the vantage point of personal perspective of the actors visible clearly in the research study. 
Hermeneutical phenomenology is one of the approaches under qualitative research. Qualitative research is inductive in nature, and the researcher generally explores meanings and insights in a given situation (Strauss & Corbin, 2008; Levitt et al., 2017). It refers to a range of data collection and analysis techniques that use purposive sampling and semi-structured, open-ended interviews (Dudwick et al., 2006; Gopaldas, 2016). It is described as an effective model that occurs in a natural setting and enables the researcher to develop a level of detail from high involvement in the actual experiences (Creswell, 2009). It is a type of social science research that collects and works with non-numerical data that seeks to interpret meaning from these data that help us to understand social life through the study of targeted populations or places (Punch, 2013). It is the observations and interpretations of people’s perception of different events, and it takes the snapshot of the people’s perception in a natural setting (Gentles et al., 2015). It investigates local knowledge and understanding of a given program, people’s experiences, meanings and relationships, and social processes and contextual factors that marginalize a group of people (Haradan,2018). It focuses on words rather than numbers, this type of research observes the world in its natural setting, interpreting situations to understand the meanings that people make from day-to-day life (Walia, 2015).  
While phenomenology is an attempt to describe lived experiences without making previous assumptions about the objective reality of those experiences (Holloway & Wheeler 1996:117).  The goal of phenomenological research is to describe experiences as they are lived; in other words, the “lived experiences”. Phenomenology aims to forage through the layers of interpretation to disclose experience as it unfolds relatively naively in people’s initial contact and involvement in a situation (Van der Wal, 1999:63). Phenomenology, at best, offers a way of avoiding the dangers predicted by social model authors, while leaving room for the voices and very unique experiences of people with disabilities (Lourens, 2015:62).  

Qualitative research makes the use of interviews, diaries, journals, classroom observations and immersions; and open-ended questionnaires to obtain, analyse, and interpret the data content analysis of visual and textual materials, and oral history (Zohrabi, 2013). The purpose of qualitative research is to describe and interpret issues or phenomena systematically from the point of view of the individual or population being studied, and to generate new concepts and theories. The choice of methodology is directed by the questions being raised (Viswambharan & Priya, 2016).
[bookmark: _Toc2050][bookmark: _Toc22368][bookmark: _Toc3806][bookmark: _Toc9854][bookmark: _Toc65622800][bookmark: _Toc20737][bookmark: _Toc25136][bookmark: _Toc27309][bookmark: _Toc9085]3.3 Study population 
The target population for this study was children with disabilities at Lunsemfwa primary school.
[bookmark: _Toc8965][bookmark: _Toc8972][bookmark: _Toc32070][bookmark: _Toc16850][bookmark: _Toc65622801][bookmark: _Toc29130][bookmark: _Toc32137][bookmark: _Toc21740][bookmark: _Toc31883]3.4 Sample size
A sample can be said to be a smaller group or subset of the accessible target population. It has the characteristics of a larger group or population (Kombo and Tromp, 2006). Kaani (2020) sees a sample as a collection consisting of a part or subset of the objects or individuals of population which is selected for the purpose of representing the population sample obtained by collecting information only about some members of a population. Sampling itself is a process of drawing a sample from a population. It is done in order to reduce the cost and time of doing research. A sample also helps to reduce on number of participants in the research by making it manageable as well as controllable on the part of the researcher (Mugenda and Mugenda, 2003, Mandyata,2015). In this study only 10 children with disabilities participated. The participants were picked based on their disabilities and their willingness to participate during the study.
[bookmark: _Toc24484][bookmark: _Toc28207][bookmark: _Toc28998][bookmark: _Toc10776][bookmark: _Toc8596][bookmark: _Toc8981][bookmark: _Toc28328][bookmark: _Toc2964]3.4.1 Sample Description
Ten learners with disabilities from Lunsemfwa primary were picked to participate in this study. Their identities have been withheld and letter L has been used. Below is the sample profile of the participants.
	PARTICIPANTS
	SEX
	AGE
	GRADE
	CHALLENGES

	L1
	Female
	11 years
	5
	-Hard of hearing
-Stammering
-Reading

	L2
	Male
	14 years
	5
	-Reading

	L3
	Female
	14 years
	6
	-Hard of hearing

	L4
	Female
	15 years
	6
	-Reading

	L5
	Female
	16 years
	7
	-Slow in understanding

	L6
	Female
	13 years
	7
	-Understanding

	L7
	Female
	14 years
	8
	-Writing
-Walking

	L8
	Male
	14 years
	4
	-Reading

	L9
	Male
	13 years
	5
	-Reading

	L10
	Female
	15 years
	8
	-Reading



[bookmark: _Toc65622802][bookmark: _Toc11775][bookmark: _Toc7821][bookmark: _Toc15874][bookmark: _Toc31788][bookmark: _Toc477][bookmark: _Toc11100][bookmark: _Toc17218][bookmark: _Toc23882]3.5 Sampling Procedure
Sampling is a process of selecting a sample from the population (Kaani,2020). In this study homogeneous purposive sampling was used to select the children with disabilities because it was looking at learners with shared characteristics.  Purposive sampling is a type of sampling which enables, a researcher to select a sample based on a certain purpose (Kasomo, 2007, Mandyata, 2015). This sampling technique helps to increase usefulness of the findings. The selection of a sample under this procedure is based on the judgment of a researcher regarding the characteristics of a representative sample. The logic in the use of a purposive sampling procedure in a study of this kind lies in the selection of information that allows in-depth study (Hessler, 1992; Borg and Gall, 1993). 
[bookmark: _Toc6140][bookmark: _Toc12225][bookmark: _Toc10624][bookmark: _Toc65622803][bookmark: _Toc30579][bookmark: _Toc32202][bookmark: _Toc25504][bookmark: _Toc4432][bookmark: _Toc17249]3.6 Instruments for Data Analysis
The instruments used were in-depth semi-structured interview guide and Focused Group Discussion guide. Both instruments were used to collect data from children with disabilities. In semi-structures interview, the interviewee is given chance to develop his ideas and speak more widely on the issues raised by the researcher (Kaani, 2020).

[bookmark: _Toc65622804][bookmark: _Toc6281][bookmark: _Toc31638][bookmark: _Toc3065][bookmark: _Toc3386][bookmark: _Toc4023][bookmark: _Toc21191][bookmark: _Toc12573][bookmark: _Toc14432]3.7 Data Collection Procedure
The researcher got informed consent from the school head teacher at Lunsemfwa Primary where the research was conducted from before starting the process. Thereafter the researcher got the informed consent from the participants and then the research was carried out by conducting interviews.
[bookmark: _Toc11677][bookmark: _Toc65622805][bookmark: _Toc7224][bookmark: _Toc7749][bookmark: _Toc31553][bookmark: _Toc27284][bookmark: _Toc27906][bookmark: _Toc4584][bookmark: _Toc30922]3.8 Data Analysis
Data analysis was done thematically. The researcher used qualitative method to analyse the data by using things and later interpreted.
[bookmark: _Toc65622806][bookmark: _Toc29545][bookmark: _Toc18015][bookmark: _Toc3655][bookmark: _Toc19381][bookmark: _Toc21845][bookmark: _Toc8895][bookmark: _Toc20332][bookmark: _Toc22988]3.9 Trustworthiness
In this study, Guba’s (1981) four criteria was applied. The four elements are: (i) credibility, (ii) transferability, (iii) dependability, and (iv) confirmability. Unlike in quantitative researches where validity and reliability are the buzz words, in qualitative researches, the four highlighted elements are meant to assure the findings and the research process as trustworthy. According to Guba (1981) and Brewer and Hunter (1989), triangulation ensures that the research findings are credible. Triangulation encompasses the application of diverse methods, such as observation, focus group discussions and individual interviews, which form the major data generation strategy for qualitative research. In line with the above guide, the current study deployed the following data generation approaches: individual interviews and focused group discussion.  According to Morrow (2005), and Shenton (2004), findings of a study are transferrable if other researchers are able to generalise the findings to the given setting. This can be achieved through boundary setting of the study. The research study boundary setting encompasses: According to Marshall and Rossman (1999), Florio-Ruane (1999) and Witherell and Noddings (1991), the research design and its implementation, describing what was planned and executed enhances the dependability of a qualitative findings.  In qualitative research, confirmability entails that finding are there result of the experiences of the informants, rather than the characteristics and preferences of the researcher (Shenton 2004 & Smith 2006). In this study, the findings will be presented in a verbatim way in order to enhance the confirmability quality check.     
[bookmark: _Toc29085][bookmark: _Toc28992][bookmark: _Toc10798][bookmark: _Toc17508][bookmark: _Toc15922][bookmark: _Toc2361][bookmark: _Toc2530][bookmark: _Toc65622807][bookmark: _Toc3765]3.10 Summary
This chapter had discussed the research design used which is the descriptive phenomenology. It has also looked at the study population, sample size and the sampling procedure. The instruments for data collection which are the in-depth structured and interview guide have also been discussed. Lastly the data collection procedure and how data has been analysed has also been discussed.
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[bookmark: _Toc18928][bookmark: _Toc10871][bookmark: _Toc9780][bookmark: _Toc7544][bookmark: _Toc12606][bookmark: _Toc14452][bookmark: _Toc1558][bookmark: _Toc5055]PRESENTATION OF FINDINGS
[bookmark: _Toc18240][bookmark: _Toc27774]
[bookmark: _Toc2188][bookmark: _Toc12371][bookmark: _Toc4910][bookmark: _Toc10304][bookmark: _Toc17680][bookmark: _Toc200]4.4 Overview
This chapter presents the findings of the study whose aim was to explore the lived experiences of learners with disabilities at Lunsemfwa Primary School. The findings are presented with reference to the research questions and objectives of the study.
The research objectives that were explored were:
[bookmark: _Hlk72260661]i) To describe teachers’ preparedness for inclusive education
ii) To explore lived experiences of learners with disabilities in inclusive education.
iii) To determine strategies applied to mitigate exclusion in school.

[bookmark: _Toc14704][bookmark: _Toc1631][bookmark: _Toc17428][bookmark: _Toc15489][bookmark: _Toc30009][bookmark: _Toc29344][bookmark: _Toc2853][bookmark: _Toc25455]4.2 Teachers preparedness for inclusive education.
The first objective of the study was to describe teacher’s preparedness for inclusive education. To describe the teacher’s preparedness for inclusive education learners with disabilities were asked to describe their relations with teachers through an in-depth interview.
Responses from the learners revealed that most of the teachers were very understanding in such a way that those with hard of hearing were asked to sit in front and also teachers were able to speak a little bit loud, those with reading problems were asked to read more at home and being helped by their parents and those with writing difficulties were asked to repeat and also practice writing. For example, L10 noticed that the teachers were supportive to her by encouraging her to read more. 
Some teachers do not complain about my failure to read but some usually encourages me to continue trying. They say that one day I will know how to read.
For L7, she acknowledged the support of teachers from her grade one grade up to where she is now despite having some challenges in coordination and mobility. Despite of her condition she was able to stay in school and enjoy her learning because of her parents, peers and teacher’s support.
Teachers are really friendly and understands a person. There is one teacher who has been so supportive since grade one and I consider her to be my mother and that is you. I miss your commitment in terms of writing however, my English teacher has been so helpful when it comes to writing. He has been teaching us on letter flaming. Thanks to him.
According to L3, being in school seems to be a bit difficult despite having the heart of learning. Being punished for failure to read due to his disability is unfair. What has kept the boy in school is having the desire to learn. When learners stay in the same grade for more than two-year learning becomes boring for them. Punishing a child with a problem which he has no control over is not good at all. A teacher needs to understand it better than anyone else. Such reactions are as a result of not having skills to handle children with disabilities.
My teacher punishes me whenever I fail to read and asks me to repeat but I associate with her well.
 However, L5 has found the drive of being in school because of the encouragements she has received from the teachers.
The teachers understand me and encourages me to understand things fast.
In the same way L3 receives a lot of support from teachers. This is so because the parents are also aware of their Child’s difficulties. Parents involvement in the learning of the child is very important because it helps in the provision of information to teaches and also in giving support at home.
The teacher tells me to sit in front. I don’t know whether he was told by mother that I have difficulties in hearing.
Other responses from the focus group discussions revealed that, teachers were very understanding to learners with disabilities. They usually teach slow in order to allow those who cannot understand fast to understand. They also helped whenever they are asked to read difficult words and also explaining what is written in local language which is bemba for easy understanding.
In summary, the finding of the study revealed that most teachers were well prepared for inclusive education.

[bookmark: _Toc30331][bookmark: _Toc3238][bookmark: _Toc12261][bookmark: _Toc8418][bookmark: _Toc20083][bookmark: _Toc14568][bookmark: _Toc11334][bookmark: _Toc32033]4.3 Lived experiences of learners with disabilities in inclusive education.
[bookmark: _Toc17349][bookmark: _Toc21329][bookmark: _Toc3857][bookmark: _Toc29316][bookmark: _Toc10646][bookmark: _Toc5141][bookmark: _Toc24482][bookmark: _Toc28232]4.3.1 Reading difficulties
Results from the study indicated that most of the learners with reading difficulties feel hurt when their friends are reading. They usually admire the art of reading. For example, L9 always admires the friends when they are reading and parents are also not willing to help and that possess a great challenge to him. Friends are also not there to help. This becomes a big problem when teachers reach a point of being tired of helping the child with reading difficulties and refer to parents for help who are also not willing to help. In this way learning to read for the child becomes difficult and as a result the child will drop out of school. Having teachers and parents who are willing to motivates the learning of the child with disabilities keeps the child in school.
I don’t feel good when my friends are reading and I also admire them. But my friends do not help me in reading. They don’t answer when Iam asking them. When it comes to my parents, they don’t say anything about my problem of reading. My teacher tells me to ask my parents to teach me at home but they don’t teach me.
 The case of L2 seems to be different in the sense that he has the elder sister who helps him to read at home, but the teacher punishes him for failure to read. This type of punishment does not motivate the learner instead it demotivates. This type of behaviour by the teacher can lead to the child’s drop out of school. Punishing a child with a disability cannot solve the problem of reading instead the teacher needs to have a big heart of helping the child accordingly.
I feel hurt if I fail to read. My friends do not help me in class but my elder sister teaches me at home. My teacher punishes me if I fail to read and that makes me feel sad. I have been given a book by my teacher to read at home.
Living with a disability affects the social interactions as well if not well managed. This is the case of L4 who finds it difficult to associate with other friends despite her not knowing how to read in grade six. If parents are not able to help in reading, then friend can also help and this is a big challenge with her. Parents are supposed to be aware of their child’s disability and give her the support that she needs like in the case of L 3 whose parents are working together with the teachers. Shouting at a child with a problem cannot solve anything but making the problem worse. Repeating the child in the same grade do help in some instances but not in all circumstances. The teacher should come up with better ways of helping the child than repeating her all the time.
I don’t know how to read and I feel hurt and shy if I fail to read when my friends are reading. My friends do not help me when I fail. I usually play alone. My parents usually shout at me and tells me that as old as you are you don’t know how to read, you need to concentrate when you are in class. My teacher encourages me to read and tells me that I will repeat if I fail to read. 
Similarly, L8 does not receive any help from parents in terms of reading and this makes school difficult. Neither does he receive any help from friends.
I don’t know how to read and that makes me feel sad. My parents do not say anything and my friends do not help me in anyway despite us playing together. My teacher usually gives me books to give my friends and always encourages me to learn how to read.
For L10, Atleast she has supportive parents who gives her hope and also a very supportive friend and this makes learning easy despite having the disability. When you have people who are supportive around you it becomes easy to concentrate than when people around you are not supportive.
I don’t know how to read and I have been repeated twice. I feel hurt in my heart when my friends are reading. I have a friend who is very helpful. She usually reads for me when I fail to read. My parents tell me to concentrate with school work and listen when the teachers are teaching. Other teachers do not say anything over my problem but my English teacher tells me that one day I will also learn how to read.
[bookmark: _Toc1721][bookmark: _Toc16881][bookmark: _Toc12703][bookmark: _Toc5740][bookmark: _Toc26247][bookmark: _Toc10576][bookmark: _Toc26935][bookmark: _Toc5778]4.3.2 Writing and walking difficulties.
[bookmark: _Hlk79148855] The feeling of being born differently is always painful if not accepted well. Having the physical challenge attracts the attention of people around you. Some will feel sorry   for you and some will make you a laughing stone. This is the case of L7 who has the physical challenge.
She still feels the pain despite her having full support from both parents and teachers. And because of that her grade 7 results were affected negatively. For a child with physical disability to learn well in an inclusive education set up there is need to sensitise the entire school on disability so that the child can receive total support. Parents and teachers support matters more.
I have difficulties in writing and walking since my childhood and I have been repeated once because of the same problem. The feeling is painful and it affected my grades at grade 7 and that made me not to pass well. I sometime fall when Iam walking and feel some pain. My mother is very nice and she has always been there for me. My mother is a teacher and she always helps me with school work because my father stays very far. My friends feel sorry for me and I have a friend who is very helpful with class work and also encourages me when Iam feeling low. Since I know how to read, sometimes I help my friends in class but they do not respond well. There is a lot of negativities in my class. Teachers are really friendly and understands a person. My English teacher has been so helpful when it comes to writing. I have even improved in leaving spaces between words.
[bookmark: _Toc4749][bookmark: _Toc20985][bookmark: _Toc6535][bookmark: _Toc5883][bookmark: _Toc6097][bookmark: _Toc10890][bookmark: _Toc27096][bookmark: _Toc18214]4.3.3 Hard of hearing and speech disorder(stammering)
Hearing and speaking are very cardinal in the learning process. Having difficulties in hearing and speaking will always affect how well someone learns. This is the case of L3 who has the problem of hearing and speaking. Her disability has led her to being lonely most of the times. She doesn’t have friends and also friends refuse to eat her food when she shares with them. This causes a lot of pain in her life. Most of people with hearing impairments likes shunning away from friends. This is because they feel uncomfortable if friends are chatting and laughing while them, they cannot hear properly what their friend are laughing at. To make the matters worse she even forgets things easily. The only thing that encourages her to be in school is the caring of teachers and parents.
[bookmark: _Hlk72261342]I have problems with hearing due to the medication I was given when I had fallen heal. I have been repeated twice because of the same problem. I feel very bad about this problem. I usually forget things when my mother sends me but my mother supports me very much. I don’t usually interact with friends due to the same problem. None of my friend knows that I have a hearing problem. Iam usually found alone. The teacher tells me to sit in front, I don’t know whether he was told by my mother that I have a problem with hearing. 
The case of L 1 is different because the grandmother who stays with her thinks, she does it deliberately when stuttering. She is forced to speak well by her grandmother. This makes her feel very bad. However, the teacher understands her and this gives her hope of being in school. This type of disability needs to be accepted by the parents even before the child is enrolled in school so that she can receive the maximum support that she deserves from teachers and peers. 
I have a problem with hearing and stammering and I don’t feel good about it.  My grandmother always tells me to speak properly and that hurts me so much. My friends laugh at me when Iam speaking and tells me to speak properly. That makes me feel hurt. My teachers always encourage me to speak and also sits me in front.
[bookmark: _Toc9831][bookmark: _Toc14032][bookmark: _Toc19406][bookmark: _Toc12814][bookmark: _Toc4524][bookmark: _Toc17228][bookmark: _Toc6271][bookmark: _Toc8964]4.3.4 Difficulties in Understanding
Understanding difficulties are so common among learners with disability. This is the case of L5 who was born prematurely and then later on developed the problem of slow in understanding things. She feels hurt when the teacher finishes teaching without her understanding anything. Learning requires understanding, therefore, if the child is an able to understand fast then it poses a great challenge and this is what led her to repeat in different grades. With the help and encouragements from teachers, parents and friends she has been able to stay in school up to grade seven where she is now. A teacher who understands his or her learners motivates them to learn.
I have problem with understanding things when the teacher is teaching. Iam a bit slow. I have been repeated twice. I don’t feel good when my friends understands and then I fail to understand. My parents encourage me to understand fast. My friends help me now but they used to laugh at me before I knew how to read. My teacher understands and encourage me to understand things fast.
 For L6 the situation is worse despite her being in school. She has the problem of understanding but she does not receive support from parents and peers. She only has hope in the teacher. This makes learning very difficult for her because she always thinks of what she will do when her parents stop paying for her. Learning requires a free mind.
I have a problem with understanding things when the teacher is teaching and I feel hurt. My parents say if you repeat, I will stop paying for you. My friends do not give me any help. If I don’t understand I ask the teacher to read again. 
During the focus group discussion, some learners revealed that they were an able to share food with their friends. Their friends usually refuse to get food from them and that makes them feel hurt. This kind of behaviour by peers reduce the chances of learners with disabilities to remain in school.
In summary, the findings of the study revealed that most learners with disabilities experiences some pain when their friends without disabilities manages to do what they cannot do. The pain becomes less with the help from both the teachers and the family member’s support.
[bookmark: _Toc23036][bookmark: _Toc13958][bookmark: _Toc26381][bookmark: _Toc728][bookmark: _Toc26804][bookmark: _Toc30612][bookmark: _Toc15317][bookmark: _Toc18633]4.4 Strategies applied to mitigate exclusion.
The responses from the study revealed that teachers are supposed to teach slow in order for slow learners to understand, sit those with hard of hearing in front, stop other friends from laughing at those with disabilities, speak loudly when teaching, give learners the books to read at home and also give extra time to those who have problems with writing. For example, L7 who has physical challenge and poor coordination wanted the teachers to be giving a lot of notes so that her handwriting can improve and also the painting of the school with bright colours so that it can look beautiful. A good-looking environment motivates the learning of pupils although to some it does not matter. For the learning place to be inclusive there are a lot things which are supposed to be put in place to aid the disabled such television set and adjustment in time.
The teachers should give us a lot of notes and also give me books which will teach me more on writing. Teachers can also provide extra time and also use a big television set to show as the physical features of the world and also maps since I don’t do much of work at home. There is also need to paint the school and make it colourful since I like colourful things.
According to L 3 there is also need to employ teaching and learning strategies which are inclusive such as speaking loudly when teaching and also making proper sitting arrangement for children who have hearing difficulties to learn effectively. It is also very important that the teacher is patient when delivering the learning content.
The teachers need to speak loudly when teaching and also allow me to sit in front. I always ask the teacher when I forget things.
Similarly, L1 also needs the teacher to teach slow for easy understanding. This type of teaching is very helpful to the slow learners. Leaners with disabilities have the zeal to learn but when the environment is not conducive it puts them off. Therefore, there is need for the teacher to make sure that other learners are sensitised over the difficulties of their friend so that they are not laughed at. When peers are supportive it makes learning interesting and easy.
The teacher must stop my friends from laughing at me, teach me how to read and also give me answers. Teach slowly for easy understanding.
On what was suggested by the friends L6 also added the issue of having prep. Prep is very helpful to the slow learners because with them, they need enough time to go through the work and understand fully.
The teacher should repeat what he said if I don’t understand and also go for prep.
Equally L10 wants teachers to be reading for him difficult words and also translate English to bemba for easy understanding.  The views of L10 are in line with the views of L5. This is very helping when teaching reading to beginners. It helps in understanding difficult words.
The teacher should help me read difficult word and also interpret what is written in English to bemba for easy understanding (L10).
The teacher is supposed to explain in bemba for me to understand. Our teacher teaches slow. The teacher is supposed to teacher slowly for me to understand. (L5)

 Parents can also be of great help when it comes to teaching reading since the spend a lot of time with these children at home. L4 Stated that,
The teacher must give me a book so that my mother can teach me at home. I usually forget what my teacher teaches me.
Like what L 10 said teachers needs to have patience when teaching reading to these learners because the understanding level is very low. For L8, concentration is a big challenge. Therefore, teachers need to be ready to teach more than once for easy understanding. L2 suggests that teachers should teach are again the vowels and alphabet which were taught in grade one. Sometimes learners with disabilities have some challenges in the IQ level. Therefore, the needs to much the work given to the learner with the level of understanding.
The teacher should start teaching me sounds again. This time I will be able to understand the sounds better. I don’t usually forget what the teacher teaches the only thing that makes me not to know is lack of concentration when the teacher is teaching (L 8).
The teacher must teach me the vowels and the alphabet (L 2).
[bookmark: _Hlk79164797]
[bookmark: _Toc10182][bookmark: _Toc6084][bookmark: _Toc20784][bookmark: _Toc24591][bookmark: _Toc18613][bookmark: _Toc30265][bookmark: _Toc18933][bookmark: _Toc25803]4.5 Summary of the chapter.
This chapter is about the findings of the study whose main objective was to explore the lived experiences of learners in inclusive education at Lunsemfwa Primary.
Responses from the participants revealed that they had received good support from teachers and some of their friends, however there was need to sensitise the other learners on the effects of stigma. Teachers need to understand the disabilities of the learners and help them accordingly. By doing that it will help learners with disabilities to remain in school.
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This chapter presents a discussion of findings of the research in relation to the objectives of the study. The chapter revisits the various themes that emerged in chapter four and also discusses worldwide study findings. The discussion has been grouped into three main themes reflecting this study’s objectives which were as follows: To describe teachers’ preparedness for inclusive education, to explore lived experiences of learners with disabilities in inclusive education and to describe strategies applied to mitigate exclusion in school.
[bookmark: _Toc4699][bookmark: _Toc15735][bookmark: _Toc21092][bookmark: _Toc13959][bookmark: _Toc1658][bookmark: _Toc4875][bookmark: _Toc15199][bookmark: _Toc26411]5.2 Teacher’s preparedness for inclusive education
[bookmark: _Hlk72348077]Teacher preparedness is very important to the learning of children with disabilities. Children with disabilities finds it difficult to fit in an environment which is not welcoming to them and the preparedness of the teachers makes the environment conducive for their learning. It is evident from the study that teachers are prepared for inclusive education. Most of the participants revealed that the teachers were very accommodative during the learning time. L5 with the problem of slow in understanding said that the teacher was able to go through the work if not well understood. Those with hearing impairments were made to sit in front for easy understanding and those who had difficulties in writing were given enough time to write. All the participants confirmed of having a good relationship with their teachers. These findings are in line with Bronfenbrenner’s (1979) Development Ecology theory which identifies four environmental systems which are microsystem, mesosystem, exosystem and macrosystems. The Microsystem is the setting in which the individual lives. These contexts include a person’s family, peers, school and neighbourhood. It is in the microsystem that the most direct interactions with social agents take place, such as with parents, peers and teachers. The individual is not a passive recipient of experiences in these settings, but someone who helps to construct the settings. The micro-level relates to the classroom level and how the organisation of learning is managed, how teachers can meet the whole range of individual needs, as well as teachers’ attitudes towards inclusive settings. 

These findings are also  in line with Aldderley et al., (2015) who carried out a small-scale research project which took place in one primary school in the north-east of England. The study aimed to listen to children’s views about how the practices of teachers helped and/or hindered their sense of inclusion in classrooms. Inclusion was understood here in a broad sense rather than specifically relating to children with special educational needs.  Even though the children were mostly happy with their school experience, it was noticeable that there were some areas for concern for some children that related to four interconnecting themes: unfairness, shouting, loneliness and seating plans. All of these themes seemed to be connected with children’s interpersonal relationships with teachers and with each other and can be seen as crucial in terms of understanding inclusion in schools and further developing existing practices.
[bookmark: _Toc22689][bookmark: _Toc30489][bookmark: _Toc15518][bookmark: _Toc26324][bookmark: _Toc22614][bookmark: _Toc26332][bookmark: _Toc29153][bookmark: _Toc3310]5.3 Lived experiences of learners with disabilities in inclusive education.
[bookmark: _Hlk72348570]Living with a disability possess a great challenge if not well supported by the people around whether at home or at school. These challenges can only be understood better by the disabled themselves. The study findings revealed that learners with hearing impairments were being laughed at by friends and that caused them not to interact with their peers. This is in line with Aldderley et al., (2015) who carried out a small-scale research project which took place in one primary school in the north-east of England. The study aimed to listen to children’s views about how the practices of teachers helped and/or hindered their sense of inclusion in classrooms. Inclusion was understood here in a broad sense rather than specifically relating to children with special educational needs. Even though the children were mostly happy with their school experience, it was noticeable that there were some areas for concern for some children that related to four interconnecting themes: unfairness, shouting, loneliness and seating plans. All of these themes seemed to be connected with children’s interpersonal relationships with teachers and with each other and can be seen as crucial in terms of understanding inclusion in schools and further developing existing practices.

Those with difficulties in reading revealed that, they experienced a lot of pain and shame during reading time. This made them not to concentrate much during lessons. Parents at home also threaten them to stop paying for their school fees if they continue to fail to read. This affects their learning. This is in line with Bronfenbrenner’s microsystems which talks about the interactions between peers, parents and children also between teachers and pupils. Good interactions at home and school helps in the learning process. Failing to read makes them feel inferior as the result the interactions between peers is affected. This includes those with speech disorders. It was revealed that most of the times they are laughed at by their peers and that makes them feel bad. Because of the same problem most of the time they are found alone.

The school is the social environment where every child is supposed to enjoy herself or himself regardless of the status. In the school learners are feel to play together and share the food during break time. But according to the research results, it was revealed that other peers refuse to get food from the learners with disabilities. They would prefer to give them and not accept anything from them and this affects their relationships. According to their explanations it seemed painful This is in line with Aldderley et al., (2015) who carried out a small-scale research project which took place in one primary school in the north-east of England. The finding of this research revealed that most of the learners with disabilities were lonely. Ainscow (2016) also explained   in his research how the microsystems level helps the individual level of learners and their engagement and involvement with education, how they experience their schooling and their sense of belonging to the wider school-context.

[bookmark: _Toc2058][bookmark: _Toc29379][bookmark: _Toc31905][bookmark: _Toc25409][bookmark: _Toc18554][bookmark: _Toc28541][bookmark: _Toc9716][bookmark: _Toc10092]5.4 Strategies applied to mitigate exclusion.
For inclusive education to be a success there is need for all the people involved to be aware of how they can make learners with disabilities enjoy their right to education. It is evident from the results that there are many strategies that can be applied to mitigate exclusion such as seating learners with hearing impairment in front and also speaking loud enough. These findings are in line with Thomas Hehir and Lauren Katzman findings. These researchers noticed that challenges can be addressed by having a flexible approach to giving students the support they need to function well in class. This includes allowing the students to sit in different seats depending on what has been found to work best for each particular child and also to take frequent breaks from focused or organised activities. As teachers get to know their students’ individual limitations and sensitivities, they often can anticipate situations that are likely to prove especially difficult or overly stimulating.

[bookmark: _Hlk72352664]However, learners with slow in understanding explained that the teachers were patient enough during their teaching. Learners were free to ask where it was not clear and also to ask the teacher to repeat what is not understood. These findings are in line with the concept of inclusion by Haug (2017) today calls "narrow" appeared in the USA in the 1970s, before subsequently arriving in Europe. Teachers are expected to act in accordance with the principle of individualisation and partial forms of differentiation and thus to select general teaching methods and didactic strategies and adapt them to the abilities of their students. The teacher must, above all, accept diversity as a positive value, be sensitive and responsive to differences between children. There is, thus, no dichotomy between "normal" and "different" students, but instead a continuum in which the teacher applies common strategies to the specific class they are teaching and takes responsibility for the inclusion and success of all the children in it. 

Furthermore, the research revealed that learners with speech disorders were given the opportunity to answer oral question during the lessons and the teacher made sure that she was patient enough to allow them to speak. These findings are in line with Kodele (2017) who argued that Students, whether or not they are facing disabilities, are active participants in the learning process; even students with learning difficulties become co-creators in the process of resolving learning difficulties.

In terms of reading difficulties, the research revealed that learners could learn easier if they were taught again on how to read. This means one on one lessons. These findings are in line with the findings of the research done by Holmberg & Jeyaprathabal (2016) on the effective practice in inclusive and special needs education. The study aimed at evaluating the effective teaching practice for children with special learning needs. The study observed different inclusive classroom settings namely traditional practice, variety and flexible practice, one to one support practice outside and within the classroom and small groups outside the classroom.

 The result of the study showed that each type of practice has its own advantages and disadvantages in the education of children with special needs. The strength and weakness of each practice were analysed. The finding from the traditional practice shows that those students that need special support do not get the support they need to master their learning. Under the one-to-one support practice, the students got the support they needed to master their learning and they had positive interaction with the teacher in the students’ learning process, and the same results were found with one-to-one support inside the classroom. 

In addition, the research revealed that learners with motor co-ordination challenges and also slow in understanding things needs more materials to be learning on their own and also needs visual aids in order to make their learning interesting such as handwriting books and the television set. Since their learning is slow, they prefer to learn on their own during their spare time and also being given enough time to be able to complete their work. These findings were in consistence with those of Thomas Hehir and Lauren Katzman who noticed that challenges can be addressed by having a flexible approach to giving students the support they need to function well in class. This includes allowing the students to sit in different seats depending on what has been found to work best for each particular child and also to take frequent breaks from focused or organised activities. As teachers get to know their students’ individual limitations and sensitivities, they often can anticipate situations that are likely to prove especially difficult or overly stimulating.

Apart from a flexible approach to giving the students what they need, there is also need for integration of universal design and differentiated instruction. There are many ways to adapt pedagogical techniques, curricula and other aspects of teaching and learning to the varied needs and abilities of students.  The term “universal design” refers to the construction of environments intended to be accessible to everyone. Although often associated with the need to make physical spaces accessible to those with motor or sensory impairments, the principle of universal design is also relevant to other aspects of education. It can be applied to the way material objects are used, as well as to how teachers plan and execute curricula. Universal design can also involve building an individualized approach into the way the curriculum is constructed and lessons are taught. 

While “universal design” denotes techniques that help make academic and social aspects of school accessible to all learners, the concept of “differentiated instruction” highlights the importance of tailoring what is taught, and how it is taught, to individual students’ learning styles and differences. Differentiation can involve teaching the same concepts in several different ways, so that there are multiple points of entry into the same or similar material. But it can also involve teaching substantially different material to different students. Thus, inclusive education is not only about improving access and opportunity for those whose impairments might otherwise limit them. It is also about making impairments less central to the way a child is viewed by others, as well as to the way she sees herself. With younger children, one way to make ability differences and needs seem more ordinary is to allow all children in the class to become familiar with the devices and services used by children with special needs. This is a strategy employed at the Eliot- Pearson Children’s School, the early elementary laboratory school of Tufts University in Massachusetts. Initially, objects designed for children with impairments or disorders (for example, different types of seats, as well as chewies and writing boards) are made available to all of the children to explore or even to try. One reason for this is that when children are first getting to know each other, it is helpful not to have a child’s identity strongly associated with his use of a particular type of assistive device. But the aim of this strategy is not to induce dependency in children who do not need such adaptations. Rather, it is just the beginning of a longer process whereby, over the course of weeks, only those children who really require accommodations “for their best learning” come to use them. The point is not to make everything available to everyone, or to deny that impairments and special needs exist. It is to routinize and normalize the fact that such differences exist, including differences in the type and amount of support students need. This is also the rationale behind another strategy used at this school, a strategy related to how children receive services (e.g., occupational, physical and speech therapy). Instead of taking a child out of the classroom, service providers often work with their clients inside the classroom. And, whether they remain in the classroom or not, a child can ask a friend (who is not necessarily receiving services) to accompany him when he works with a service provider. Inclusive education is also facilitated by lessons and activities that encourage students (as well as adults) to reflect on the fact that everyone has strengths, as well as limitations and areas they can try to improve. It is also helpful to offer formal and informal lessons that promote empathy and perspective-taking. These dimensions of inclusive education are important because effectively managing an inclusive classroom has as much to do with influencing all students’ sense of self and relationships, as it does with developing teaching techniques that are accessible to, and maximize the potential of, all students.

In small group practice the students had more support and a closer interaction with the teacher than in the traditional practice. The study concluded that varied and flexible practice in the classroom had met all the criteria listed by the investigators and served the necessary learning requirements of children with special needs. Whereas the remaining four practices had served children with special need to a certain extent only. The study stated that there is a lack of expertise on the part of the general teachers to deliver adapted teaching learning process in an inclusive classroom practice. The study implied a need to build competencies on the part of the general teachers and provide necessary teaching and learning interaction, support and adaptation in all type of inclusive practices.
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[bookmark: _Toc1805][bookmark: _Toc25970][bookmark: _Toc19884][bookmark: _Toc27258][bookmark: _Toc15928][bookmark: _Toc6807]6.1 Conclusion
The purpose of this study was to explore the lived experiences of learners with disabilities at Lunsemfwa Primary School in Kapiri-Mposhi District. The study aimed to make the primary schools, government and educational stakeholders be aware of the lived experiences of learners with special educational needs in inclusive schools so as to rectify the situation.
The study intended to help teachers, parents and other educational stake-holders to improve the provision of quality education in inclusive primary schools. The study, was guided by the following objectives,
i. To describe teachers’ preparedness for inclusive education.
[bookmark: _Hlk79417088]The findings revealed that teachers were well prepared for inclusive education. This was revealed by learners who have disabilities who said that teachers were able to teach with patience, sit those with hearing difficulties in front, encouraging those who hard difficulties in reading to keep on trying and also involve parents. This is really very encouraging to learning of children with disabilities. The teacher’s support builds self-esteem in learners.
ii. To explore lived experiences of learners with disabilities in inclusive education.
[bookmark: _Hlk79417322]The findings revealed that most of the learners with disabilities had good relationship with the teachers and teachers were very helpful in their learning process. The issue of repeating them by teachers was done to encourage them to put more effort and concentrate much when learning. It was also revealed that most of the peers were not supportive to their learning except a few who were able to help others in reading. Most of these learners do not have friends because of their disabilities, peers were also scared of sharing food with them. For parental support, some parents were supportive, to the learning of their children but others were condemned them for failure to read, failure to speak properly and also failure to understand fast what the teachers were teaching.
iii. To determine strategies applied to mitigate exclusive in school.
The findings revealed that teachers need to have patience when teaching so that those learners who are slow can be able to understand and acquire the skills being taught. Additionally, the teachers need to sensitise the other peers on the difficulties that their friends have. Teachers should also teach slow and explain more if the child does not understand. Teachers should also sit those with hard of hearing in front and also encourage those with stuttering to be able to express themselves freely. Furthermore, the school administrators should introduce prep so that learners who are slow are able to study on their own and those have difficulties in reading can also have time to practice. Apart from that the administrators should also paint the school with colourful paints so that the school can work attractive. On the parents it was revealed that parents need to be supportive to their children by helping them with school work and also accepting their disabilities and also work with teachers. This is in line with the theory of Bronfenbrenner’s developmental systems which talks about the link between the immediate environment and the distant environment. What happens in the home is able to affect the learning of the child in school. Therefore, children with disabilities needs to be fully supported by their parents in order for them to enjoy their learning in inclusive schools. Like L3 who was able to receive support from the teacher because the teacher was told about the problem by the mother to the learner.
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i. Teachers should provide help to learners with difficulties in reading and writing in their free time or during prep using resource rooms so that they are not repeated regularly as that demotivates them and also encourages dropping out of school.
ii. The government should provide in- service teacher training in special education to all the teachers in the inclusive schools in order to equip teachers with skills on how to handle learners with disabilities.
iii. Guidance and counselling should be strengthened in all-inclusive schools so that there is full, sensitisation o disability how learners with disabilities should be treated by teachers, peers, parents and the community as at large for this contributes to the wellbeing of learners with disabilities.
iv. The government should provide inclusive schools with more funds in order for the infrastructures to be renovated in terms of painting and also constructing resource rooms. Furthermore, things like radio, television sets and also computers motivate learners to remain in school and learn dispute facing challenges.
Areas for Further Research.
i. The current study was conducted in a public school situated in Kapiri-Mposhi which is in rural area with very small enrolment. Therefore, the future studies should be conducted in both rural and urban schools to ensure that enough and relevant information is collected.
ii. The study did not interview the parents; therefore, a similar study should be conducted which will be conducted which will look at both the lived experiences of learners with disabilities and their parents.
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The table below shows the timeline for the all-research project.
	Date started (2020)
	Task
	Expected outcome

	November
	Formulation of research tittle
	Tittle formulated

	December/ January
	Writing the research proposal
	Research proposal to be written.

	January
	Design of the research instruments
	Instruments to be prepared

	February
	Data collection
	Data to be collected

	March
	Data analysis
	Data to be analysed

	April
	Draft report
	Draft report to be written

	May
	Writing research report
	Report to be written

	June
	Writing research report
	Report to be written

	July
	Submission for checking
	Report checked

	August
	Final submission of the report
	Report submitted
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	S/N
	Description
	Quality
	Price (ZMK)
	Total cost
(ZMK)

	1.
	Internet Research
	40GB Bundles
	K300
	K300

	2.
	Stationary
	50 papers
2 pens
2 pencils
	K50
K5
K2
	K57

	3.
	Photocopying
	20 Questionnaires 
	K50
	K50

	4. 
	Typing and Printing
	Report
	K500
	K500

	5.
	Binding
	5 Reports
	K750
	K750

	6.
	Transport
	3 Trips
	K1500
	K1,500

	
	
	
	Total
	K3,157
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Student ID: 19000681
LHP CO LTD,
Box 80237
Lunsemfwa p. station.

Date: ……………………………………………
The Headteacher,
…………………………………………………Primary School.

Dear sir/ Madam,
REF: Permission to conduct an academic Research at your school.
My name is Janet Ndesaula. Iam currently studying masters in Special Education at the University of Zambia, Lusaka, Zambia.
My research is under the supervision of Dr Francis Simui. It is entitled “Exploring inclusive education practice through the lived experiences of pupils with disabilities at Lunsemfwa Primary School, Kapiri- Mposhi District.” Iam asking for permission to allow me to have access to learners with disabilities. Your school has been purposively selected to take part in this study because of its involvement in the provision of inclusive education to children with disabilities. I can see no risks being associated with individual’s participation. The information gathered will be treated with the appropriate privacy and anonymity. All information will be stored safely with access only available to me and my supervisor. As your school will be the primary research participants a copy of the results can be made available to you if requested. 
Please not that your school learners involved are under no obligations to participate in this study. If at any time a participant wishes to withdraw from the study, they may do so.
If you have any questions regarding this study, please feel free to get in touch using the contacts listed below. Finally, I thank you for taking part in my research.
My contact details
Researcher: Janet Ndesaula
Contact Email: jndesaula@gmail. Com
Mobile Phone: 0978 841090

My supervisor’s details
Dr Francis Simui
Contact Email: simuifrancis@gmail. Com
Mobile Phone: 0978882952
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My name is Janet Ndesaula and Iam doing my Masters in special education at the University of Zambia. Iam doing a study on inclusive education practices through the lived experiences of learners with disabilities. I would like to interview you to learn about you views on inclusive education and disability.
During our interview, I will ask you some question about your lived experiences in inclusive education. Participation in this study is voluntary so you may decline to answer any of the interview questions if so wish. If you would like stop the interview at any time, please tell me and we will end our interview immediately. With your permission, the interview will be tape recorded to facilitate collection of information, and later transcribed for analysis. Please note that all recordings will be destroyed upon transcription and prior to (and during) transcription, the recordings will be stored in a secure place. There are no risks to you in this study. Your name, or any other personal identifying information, will not appear in the final paper resulting from this study if you so choose.
If you have any questions about this study, please contact my supervisor, Dr Simui (cell: 0978882952) or email at simuifrancis@gmail.com
Thank you for your consideration. I will give you a copy of this form to take with you. If you agree to participate in this research project, please sign.


I agree to be audio taped during this interview.


Participant’s signature Date                   Investigator’s signature Date.
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1. How old are you?
2. What grade are you doing?
3. For how long have you been at this school?
4. Do you have challenges in writing, reading, thinking or understanding, hearing, sight, walking or any other health issues?
5. If you have any, what has been your experience living with such a challenge?
6. How would you describe your families’ response towards you?
7. How has been the reception from your peers?
   (a) In the classroom, what kind of help do you receive from your peers?
   (b) In social activities, do you play with friends or share the food?
8. How would you describe the reception you receive from the school authorities?
   (a) How would you describe your relations to your teachers?
9. What are some of the barriers/ challenges that you face at school?
10. What strategies can be put in place in order for the teachers to improve on the service delivery?
THANK YOU FOR FINDING TIME TO ATTEND TO THIS INTERVIEW.
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1.What type of challenges do you have?
2. What has been your experience living with such a challenge?
3. How would you describe your families’ response towards you?
4. How has been the reception from your peers int classroom and during play?
5. How would you describe the reception you receive from the authorities?
6. What are some of the challenges you face at school?
7. What strategies can be put in place in order for the teachers to improve on the service delivery?

Thank you for finding time to attend to this interview.
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HUMANITIES AND SOCIAL SCIENCES RESEARCH ETHICS COMMITTEE 


 
Telephone:  +260-211-290258/293937             P O Box 32379 


Fax:  +260-211-290258/293937                Lusaka Zambia 


E-mail  drgs@unza.zm     
 
 


APPROVAL OF STUDY 


 


21st September, 2021 


REF NO.HSSREC-2021-AUG-017 


Janet Ndesaula 


The University of Zambia 


School of Education 


P.O. Box 32379 


LUSAKA 


 


Dear Ms. Ndesaula, 


RE:  “EXPLORING INCLUSIVE EDUCATION PRACTICE THROUGH THE LIVED 


EXPERIENCES OF PUPILS WITH DISABILITIES AT LUNSEMFWA PRIMARY 


SCHOOL, KAPIRI-MPOSHI DISTRICT” 


Reference is made to your submission of the protocol captioned above. The HSSREC resolved to 


approve this study and your participation as Principal Investigator for a period of one year.  


 


 


REVIEW TYPE ORDINARY REVIEW APPROVAL NO. 


HSSREC-2021-AUG-017 


Approval and Expiry Date  Approval Date: 


21st September, 2021 


Expiry Date: 


20th September, 2022 


Protocol Version and Date Version - Nil.  20th September, 2022 


Information Sheet,  


Consent Forms and Dates 


 English. To be provided 


Consent form ID and Date Version - Nil  To be provided 


Recruitment Materials     Nil Nil  


Other Study Documents  Questionnaire.  


Number of Participants Approved for 


Study 


  


 







Specific conditions will apply to this approval.  As Principal Investigator it is your responsibility to 


ensure that the contents of this letter are adhered to.  If these are not adhered to, the approval may be 


suspended.  Should the study be suspended, study sponsors and other regulatory authorities will be 


informed.  


 


Conditions of Approval  


 


 No participant may be involved in any study procedure prior to the study approval or after the 


expiration date. 


 


 All unanticipated or Serious Adverse Events (SAEs) must be reported to HSSREC within 5 


days. 


 


 All protocol modifications must be approved by HSSREC prior to implementation unless they 


are intended to reduce risk (but must still be reported for approval). Modifications will include 


any change of investigator/s or site address.   


 


 All protocol deviations must be reported to HSSREC within 5 working days. 


 


 All recruitment materials must be approved by HSSREC prior to being used. 


 


 Principal investigators are responsible for initiating Continuing Review proceedings. HSSREC 


will only approve a study for a period of 12 months.  


 


 It is the responsibility of the PI to renew his/her ethics approval through a renewal application 


to HSSREC. 


 


 Where the PI desires to extend the study after expiry of the study period, documents for study 


extension must be received by HSSREC at least 30 days before the expiry date.  This is for the 


purpose of facilitating the review process. Documents received within 30 days after expiry will 


be labelled “late submissions” and will incur a penalty fee of K500.00. No study shall be 


renewed whose documents are submitted for renewal 30 days after expiry of the certificate.  


 


 Every 6 (six) months a progress report form supplied by The University of Zambia Humanities 


and Social Sciences Research Ethics Committee as an IRB must be filled in and submitted to 


us. There is a penalty of K500.00 for failure to submit the report. 


 


 When closing a project, the PI is responsible for notifying, in writing or using the Research 


Ethics and Management Online (REMO), both HSSREC and the National Health Research 


Authority (NHRA) when ethics certification is no longer required for a project. 


 In order to close an approved study, a Closing Report must be submitted in writing or through 


the REMO system. A Closing Report should be filed when data collection has ended and the 


study team will no longer be using human participants or animals or secondary data or have 


any direct or indirect contact with the research participants or animals for the study. 


 


 Filing a closing report (rather than just letting your approval lapse) is important as it assists 


HSSRECin efficiently tracking and reporting on projects. Note that some funding agencies and 


sponsors require a notice of closure from the IRB which had approved the study and can only 


be generated after the Closing Report has been filed. 


 


 A reprint of this letter shall be done at a fee.  


 


 







 All protocol modifications must be approved by HSSREC by way of an application for an 


amendment prior to implementation unless they are intended to reduce risk (but must still be 


reported for approval). Modifications will include any change of investigator/s or site address 


or methodology and methods. Many modifications entail minimal risk adjustments to a protocol 


and/or consent form and can be made on an Expedited basis (via the IRB Chair). Some 


examples are: format changes, correcting spelling errors, adding key personnel, minor changes 


to questionnaires, recruiting and changes, and so forth. Other, more substantive changes, 


especially those that may alter the risk-benefit ratio, may require Full Board review. In all cases, 


except where noted above regarding subject safety, any changes to any protocol document or 


procedure must first be approved by HSSREC before they can be implemented. 


Should you have any questions regarding anything indicated in this letter, please do not hesitate to 


get in touch with us at the above indicated address.  


 


On behalf of HSSREC, we would like to wish you all the success as you carry out your study. 
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Dr. J.I. Ziwa 


DR. J. I. Ziwa 
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THE UNIVERSITY OF ZAMBIA HUMANITIES AND  


SOCIAL SCIENCES RESEARCH ETHICS COMMITTEE - IRB 


 


cc: Director, Directorate of Research and Graduate Studies 


Assistant Director (Research), Directorate of Research and Graduate Studies 


 Assistant Registrar (Research), Directorate of Research and Graduate Studies 


 






